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Foreword 
SUSAN CARTER 
At the University of Southern Queensland [USQ], we are 
committed to advancing the use of open textbooks in higher 
education evidenced by our membership as the first Australian 
university in the Open Textbook Network [OTN].   This textbook 
is a tool to support Wiley’s five R’s of openness –  retain, reuse, 
redistribute, revise and remix. 
Enjoy the collection of chapters, including: 
1. Introducing the key ideas 
2. Differing childhoods: Transgressing boundaries through 
thinking differently 
3. Celebrating diversity: Focusing on inclusion 
4. Opening eyes onto diversity and inclusion in early 
childhood education 
5. Fostering first year nurses’ inclusive practice: A key 
building black for patient centred care 
6. Positioning ourselves in multicultural education: Opening 
our eyes to culture 
7. Creating an inclusive school for refugees and students 
with English as a second language or dialect 
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8. Opening eyes to vision impairment: Inclusion is just 
another way of seeing 
9. Setting the scene: The importance of Aboriginal and Torres 
Strait Islander cultural perspectives in education (the 
danger of the single story) 
10. Conclusion 
In Australia and internationally much still needs to occur to 
promote inclusive practices in education and society with many 
educators not feeling equipped to recognise or appreciate diversity 
or cater effectively for inclusion (Hardy & Woodcock, 2015). It is 
into this space that a University of Southern Queensland team of 
researchers, practitioners, and academics intends to contribute an 
open textbook “Opening Eyes onto Inclusion and Diversity”. With 
embedded audio–visual components, the Open Textbook is 
designed to enhance the quality of the reader’s experience with 
each chapter posing  key understandings underpinning  inclusion 
and diversity. Readers are encouraged to answer questions on 
culture, special learning needs, varied educational contexts, gender 
diversity and more.  The key expected outcome of this  open 
textbook is  to engage  readers  in making meaning of inclusion 
and diversity and applying  their learning to their own individual 
contexts. 
 
REFERENCES 
Hardy, I. & Woodcock, S. (2015). Inclusive education policies: 
discourses of difference, diversity and deficit. International Journal 
of Inclusive Education, 19(2) ,141-164. doi:10.1080/
13603116.2014.908965. 
Wiley, D. (2010). Openness as catalyst for an educational 
reformation. EDUCAUSE Review, 45 (4), 14–20. 
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CHAPTER  1 
Introducing the key ideas 
PROFESSOR LINDY-ANNE ABAWI 
Figure 1.1: Abawi, L. (2019). Photograph of street art: Giving 
diversity voice. Stavanger Norway, USQ.This book is for any reader 
who wishes to learn more about the rich tapestry of learners and 
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individuals who make our world such an interesting and diversely 
textured community. Although our focus is largely on diversity and 
inclusion in Australian educational contexts we believe that the 
perspectives and insights presented within each chapter have 
much to offer the broader community as a whole. 
 
Each of the authors provide unique insights into a diverse range 
of learners, from Chapter 2 that considers different childhoods 
through to Chapter 8, in which eyes are opened into experiences 
of visual impairment and Chapter 9 with its eye opening look at 
Aboriginal and Torres Strait Islander perspectives in education. 
Each authors’ lived experiences of, and research into, diversity 
underpin the perspectives presented. Every chapter is designed 
to not only provide information, but to stimulate reflection and 
present opportunities to demonstrate knowledge transfer into 
personal contexts. By opening eyes onto diversity we challenge 
every reader to consider what it means to be inclusive of diverse 
individuals, both within educational contexts and beyond. 
 
As with many countries across the world, Australia has a long 
history of colonisation and immigration. Many might automatically 
consider diversity within Australian society as being about culture, 
race and religion, at least as their initial response to this powerful 
and exciting word. Diversity is much more than this. However you 
might define diversity, and certainly many definitions abound, it 
is diversity in the world around us that excites, challenges and 
rewards us in so many ways… but only when we open our eyes to 
the inherent complexities and beauty associated with diversity. 
 
There would be few individuals who lack awareness of people with 
physical attributes different from their own, whether these be 
related to race, birth characteristics, sexual characteristics, age, 
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diagnosed [dis]ability, injury and the like. What may be more 
difficult to ascertain are differences related to sexual orientation, 
gender, mental health, autism, socioeconomic status, family 
structure…and the list goes on. Underpinning all of these are also 
personality differences, religious differences, learning preferences, 
health issues and psychological attributes. So much diversity, yet 
so much that remains unseen, resulting in individuals who feel 
invisible and believe that those around them are blinded to their 
needs. 
Figure1.2: Abawi, L. (2019). Photograph of street art:  Feeling unseen. 
Stavanger Norway, USQ 
The act of trying to list the types of differences that contribute 
to what the word ‘diversity’ seeks to express is inherently an 
‘exclusionary’ process because invariably there will be a form of 
difference that is not mentioned and which may have personal 
importance and significance to an individual. For example 
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geographical location can affect any and all of the above, as can 
levels of adversity, historical or circumstantial, which may have 
impacted an individual, a family, a community, a country or a 
people. 
Whilst acknowledging the power of words to both include and 
exclude, the authors of this book are highly conscious of 
establishing from the very beginning, a willingness to ‘have-a-go’ 
regarding talking about issues that many find difficult to talk about 
because they are fearful of offending an individual or group of 
people without intending to do so. We have taken care to try and 
use terminology that will not offend others, but we acknowledge 
that even as we write we might inadvertently use words that might 
be considered offensive by some even though these same words 
are accepted by others as being respectful. 
 
Ultimately, we believe that by talking about diversity we open 
avenues for sharing and knowledge acquisition that are essential 
in the fight to learn about, and to value diversity as a strength in 
our schools and our communities. If what we share challenges your 
understandings, triggers discussion or prompts debate, including 
the rightness or wrongness of what we say, then this book has 
achieved its purpose. 
 
Hand in hand with any discussion about diversity goes the concept 
of inclusion and what that looks likes, sounds like and feel likes. 
In educational contexts many would accept that as Norwich (2013) 
suggests inclusivity is a principle whereby a  general system is 
adapted to the diversity of learners. Norwich (2013), along with 
Allen and Slee (2008) see a weakness in current understandings of 
diversity and applications of inclusion as being bounded by politics 
and policy instead of emancipatory action based on sound theory 
and practice. We don’t believe that adaption is what is needed, 
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rather it is a mindset of acceptance and planning for all right from 
the start, which of course is the essence of the Universal Design 
for Learning approach where planning takes into account multiple 
means of representation, multiple means of engagement and 
multiple means of action and expression (Rose & Meyer, 2006). 
 
As educators, and as members of a diverse society, we need to 
be thinking about, negotiating and transforming the relationships 
that exist within our classrooms, the teaching that occurs, the 
production of knowledge that happens, the education setting 
structures, and the social relationships  that exist within the wider 
community, society and nation-state (Nouri & Sajjadi, 2014). 
Without exception this requires a thorough understanding of 
individual strengths, challenges and needs. 
Recent research into diversity and inclusion in varied Australian 
school contexts (Abawi, Carter, Andrews & Conway, 2018) 
acknowledged that inclusive educational contexts are not easily 
attained or sustained. Findings indicated a set of six principles 
underpinning the creation of an inclusive culture: 
 
Principle 1 Informed shared social justice leadership at multiple 
levels – learning from and with others. 
Principle 2 Moral commitment to a vision of inclusion – explicit 
expectations regarding inclusion embedded in school wide practice. 
Principle 3 Collective commitment to whatever it takes – ensuring 
that the vision of inclusion is not compromised. 
Principle 4 Getting it right from the start – wrapping students, 
families and staff with the support needed to succeed. 
Principle 5 Professional targeted student-centred learning – 
professional learning for teachers and support staff informed by data 
identified need. 
Principle 6 Open information and respectful communication – 
leaders, staff, students, community effectively working together. 
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 As a reader, we ask you to reflect on the six principles and how 
they are demonstrated within these pages. We also ask you to 
consider your own learning, work or social context and to what 
extent these principles are applicable and evident, as well as what 
more could be done to embrace diversity and embed inclusion. 
Many of the authors are in the middle of this process themselves 
as they reflect on data from a more recent and ongoing research 
project, early findings of which have been woven into Chapter 3. 
The aforementioned research also raised a question about “how 
can an uncompromising social justice agenda that is inclusive of 
others and caters for diversity be anchored to the needs of a 
changing population within specific contexts?” 
 
We seek your assistance in developing a picture of what the answer 
to this question might be, to co-construct knowledge of ways of 
being inclusive and catering for diversity and intend to collate your 
responses and publish them in the next addition of this text as an 
epilogue of learning, a co-construction of knowledge in an on-going 
and reiterative process of collective learning. Please post your 
responses to www.usq.edu.au/open-practice . We will then utilise 
reader responses as a basis for further study and publication. 
 
The themes and issues raised within this text vary starting with 
Chapter 2, Different Childhoods: Transgressing boundaries through 
thinking differently, by Charlotte Brownlow and Lindsay O’Dell, 
which considers the intersectional nature of individual identity 
drawing on key examples from domains of difference through 
exploring [dis]ability, gender and culture. It considers the 
narratives of [non] inclusion that frequently operate within 
educational environments, from early childhood through to lifelong 
learning, and implications for positive identity constructions for 
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individuals are explored. Children who are in some ways ‘different’ 
can find interactions in education settings challenging due to 
negative assumptions held by others. 
 
Ability and socially approved identities must be carefully outlined 
and managed within systems, with clear benchmarks established 
concerning what is ‘appropriate’ and what is deemed 
‘inappropriate’ when identifying and responding to difference. In 
conclusion the authors urge readers and educators to move 
beyond impairments to view differences through careful reflection 
on environments and the need to personally act in ways which 
maximise ability. 
 
In Chapter 3, Celebrating diversity: Focusing on inclusion, Lindy-Anne 
Abawi, Melissa Fanshawe, Kathryn Gilbey, Cecily Andersen and 
Christina Rogers remind the reader of the increasing emphasis, in 
education settings, on understanding and catering for the diversity 
of learners in our classrooms. Education is acknowledged as being 
fundamental to shaping our future for it involves “the formation of 
each new generation into the citizens of tomorrow…In this age of 
‘super-diversity’, it is difficult to categorise or place people into neat 
boxes. It is therefore all the more important for us to sharpen up 
our thinking and practice by developing a critical understanding of 
issues of difference” (Wrigley, Arshad & Pratt, 2012, p. 209). 
 
The starting point for understanding is knowledge and experience. 
These two lenses will be used throughout this chapter to develop 
critical thinking and reflection on pedagogical practices. You may 
be asked to challenge your own pre-conceived ways of thinking 
and engaging with others; you may be asked to reflect on personal 
and possibly confronting experiences; and, most of all you will be 
asked to bring an open mind to the concept of diversity and engage 
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with the scenarios presented with respect, tact and integrity. Every 
individual is shaped and influenced by multiple factors: ethnicity 
(language, religion and cultural diversity); variable skills and 
capabilities; socioeconomic background; health and well-being; 
and, gender identity and sexual orientation. It is these variable 
and varied factors that contribute to each of us as individuals and 
are what we add to the rich tapestry of schools and community. 
Diversity is  a celebration of the richness and strength that it brings 
to society and  is a primary responsibility of all those who teach and 
of all those who support teachers (Peters, 2007). 
Chapter 4, Opening Eyes onto Inclusion and Diversity in Early 
Childhood Education, by Michelle Turner and Amanda Morgan, sees 
diversity as a celebratory characteristic of early childhood 
education in contemporary Australia. The education system in 
Queensland defines inclusion as the need to encompass individual 
differences such as culture, language, location, economics, 
learning, abilities and gender (Queensland Government 
Department of Education, 2018). The United Nations Convention 
on the Rights of the Child sets out the principle that all children 
have the right to feel accepted and respected. As a signatory of 
the convention Australia is committed to a policy of respect for 
diversity providing children with access to fair, just and non-
discriminatory education and care (Queensland Government 
Department of Education, 2018). 
 
Regardless of the level of diversity evident in a setting it is 
important that all young children have the opportunity to develop 
an appreciation and respect for the diversity of their local and 
broader communities. Early childhood education offers the ideal 
setting for children to learn about diversity and the benefits it 
brings to their community. Through engagement in contexts that 
promote understanding of difference, children and families have 
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the opportunity to develop their own understandings about 
diversity and build positive relationships with their local 
communities. Adopting a holistic approach to diversity is promoted 
as a strategy for educators working in contemporary early 
childhood settings. 
Chapter 5 takes a slightly different tack and views diversity from a 
position of care. Entitled Fostering first year nurses’ inclusive practice: 
A key building block for patient centred care, Jill Lawrence and 
Natasha Reedy investigate how we can better understand and cater 
for the diversity of learners in our classrooms. The depth and 
breadth of the research enriches and stretches our preconceptions 
by not only encompassing a range of contexts (early childhood, 
primary, secondary, tertiary, community and ‘in between’ spaces) 
and but also by exploring issues emanating from ‘difference’ 
(language, religious and cultural diversity, skills and capabilities, 
socioeconomic background, health and well-being, and gender 
identity and sexual orientation). 
 
The chapter themes challenge our ways of knowing and thinking, 
and of engaging with others. They require us to reflect on others’ 
experiences in exploring our concepts of diversity and inclusion 
and to, in turn, apply this critical thinking to our own pedagogical 
practices. To achieve this, the chapter asks us to embrace the 
authenticity of inclusion: to confront how notions of power, voice 
and agency can shape ‘outcomes’ for those on the ‘margins’; to 
imagine the implications for society of positive identity 
constructions for individuals; and to highlight a way of working that 
facilitates the creation of shared cultures, a place where all can feel 
safe and included. There are also cautionary tales. For example, 
in this contemporary rationalised world we often fail to appreciate 
that the cost of caring always includes pragmatic considerations 
that educators must meet. 
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 Renee Desmarchelier and Jon Austin, in Chapter 6, Positioning 
ourselves in multicultural education: Opening our eyes to culture, 
explores how Australian schools are increasingly providing 
education to very ethnically and culturally diverse student 
populations. In some schooling areas, the backgrounds of students 
attending both public and private schools have changed rapidly. 
So, the authors ask questions such as: What does it mean to be 
‘multicultural’?; Is multicultural education just something we 
provide to students from backgrounds that are not white-Anglo 
Australian?; and, How do we as teachers position ourselves in 
relation to multiculturalism, multicultural policies and education 
system requirements and expectations? 
 
They suggest that through recognising culture as something that 
everyone has, we start to unpack our own attitudes to culture 
and multicultural education. We engage in critical self-reflection so 
we can understand ourselves to better position us to understand 
others. The authors share a tool with which to do this – a physical 
cultural audit. This involves a process of collecting data in the form 
of observations and/or photographs of the physical spaces around 
us and analysing them for the messages they give about the 
culture/s present in a particular environment. Through turning the 
gaze on ourselves and our own cultures we can come to 
understand the ways in which we culturally construct our 
understanding of the world around us. 
 
This can assist us to be better educators in multicultural contexts 
through recognising that the students we are teaching are not 
the only ones to have ‘culture’ but that we ourselves are coming 
from a particular cultural position. Through such processes we 
can then work to unpack our own and the education system’s 
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expectations of all students and recognise where we may need 
to change our approach in order to achieve more socially just 
outcomes for students from a diverse range of cultural 
backgrounds. 
Chapter 7, Creating an inclusive school for refugees and students 
with English as a Second Language or Dialect, is written by Susan 
Carter and Mark Creedon who argue that although inclusion is a 
basic need for humans, schools in Australia and internationally are 
still exploring what this really means in a rapidly changing global 
context. Challenges face educators as never before as the rate of 
migration has vastly increased with more people seeking asylum 
than at any time since World War II (Gurria, 2016). Schools face 
challenges in educating students who have little understanding of 
the official language or the school’s cultural context. This chapter 
seeks to bring into focus the need to include students new to 
Australia, with limited or no English speaking skills, to regular 
classrooms. 
 
The chapter specifically explores the inclusive practices of one 
highly diverse junior school and seeks to share the effectual ways 
that they support, engage, enculturate and educate students. Use 
of case study methodology, revealed a way of working that 
facilitates the creation of a shared inclusive culture, a place where 
individuals share that they feel safe and included. The cost of caring 
is however a realistic consideration confronting educators and this 
chapter outlines some strategies on how to engage community 
help and create a sense of hopefulness. 
Chapter 8, Opening Eyes onto Diversity and Inclusion for students with 
Vision Impairment, by Melissa Cain and Melissa Fanshawe  shares 
the challenges that abound for students with vision impairments. 
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Access and inclusion in education settings can be overlooked, as 
facilities are set up for those who can see. Many critical elements 
the school is trying to portray, such as the culture, behaviour 
management and curriculum, are displayed in visual format. Think 
about your journey into a school, through the office, into the 
classroom and around the school grounds and the incidental 
learning you acquire through visual means. 
 
The author looks at the educational, physical and social impact 
of vision impairment and a mindset of designing curriculum 
opportunities to consider students with vision impairment. It 
investigates the implications that visual impairment should have on 
the curriculum, assessment and pedagogy, as well as the need to 
show concern for a student’s ability to move independently within 
and between classrooms and throughout the school. It also looks 
at the social competence of students with vision impairment, who 
may find it difficult to interact with their peers due to missing the 
sighted cues to adhere to social norms (Wolffe, 2012). Through 
the use of modifications and a mindset of ability portrayed in this 
chapter, it is hoped educators can open their eyes to vision 
impairment, to find inclusion is just a different way of seeing. 
 
Melissa Fanshawe,  Lindy Abawi and  Jillian Guy Chapter 9, The 
Importance of Australian Indigenous Cultural Perspectives in Education 
(The Danger of the Single Story), leaves the reader with additional 
insights into the need to acknowledge and specifically address the 
needs, beliefs and histories of Australia’s First Nation people, the 
oldest living culture in the world. We started this text with an 
acknowledgement of Country and have attempted to weave 
insights into Australian Indigenous perspectives throughout many 
of the chapters. 
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Chapter 9 seeks to consolidate the narrative of survival, 
celebration, disadvantage, injustice, racism and generational 
distress that is part of Australian history. The authors investigate 
the conceptual understandings of race, colonisation and Western 
viewpoints proposing considerations to ensure all students receive 
a culturally sensitive education and ensuring that what is left with 
the reader is a realisation and an urgency that more needs to be 
done to ensure First Nation Peoples attain their rightful place in 
Australian society. 
 
Finally, Opening Eyes onto Diversity and Inclusion, the concluding 
chapter by Jill Lawrence, investigates how we can better 
understand and cater for the diversity of learners in our 
classrooms. It touches on what has been explored throughout this 
text. At its heart, this text galvanises us by presenting strategies 
about how to engage community and to create inclusion and 
hopefulness for those marginalised by difference. It exalts us to 
celebrate the richness and strengths of diversity and to accept 
our responsibilities in motivating and supporting all educators, 
including ourselves, to appreciate and build on these strengths. 
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CHAPTER  2 
Different childhoods: 
Transgressing boundaries 
through thinking differently 
ASSOCIATE PROFESSOR CHARLOTTE BROWNLOW AND 
LINDSAY O'DELL 
What does it mean to be different? How does difference influence 
the way we see ourselves and others? 
Key Learnings 
• View differences in ways that affords opportunities. 
•  Create environments that are supportive rather than challenging. 
•  Promote appropriate partnerships to enable successful learning and 
development.  
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INTRODUCTION 
These are important and complex questions to answer. Difference 
is evident in many settings and across the whole of the lifespan. 
At each developmental stage, individuals engage with systems, 
people, and broader environments, which allow varying degrees of 
agency on the part of the individual, from pre-school, school, higher 
education, and work. 
Figure 2.1: Photograph by Benny Jackson on Unsplash 
A HISTORY OF IDENTIFYING DIFFERENCE 
The identification of individuals as in some way ‘different’, 
‘deficient’, or ‘other’ is not a new phenomenon, and disciplines such 
as psychology have had a significant influence on the definition and 
identification of individuals who do not necessarily fit within the 
dominant developmental path. This section will explore some of 
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the ways that understandings of what is considered to be ‘normal’, 
and what behaviours transgress this, have become shared 
understandings, and the impacts that these ideas may have for the 
shaping of positive individual identities. 
 
The discipline of psychology has had a strong influence in defining 
boundaries of normality, and such ideas have been readily taken 
up in other disciplines such as education. Philosopher Nikolas Rose 
(1989a) has argued that disciplines such as psychology, 
individualise children, which enables abilities to be measured and 
quantified with children being placed in categories based on 
calibrated aptitudes. Any variability in individuals can therefore be 
identified and appropriately managed. This consequently places a 
high importance on the need to fit in with the identified norms 
and the power to identify and intervene is firmly placed with 
professionals, namely psychologists and psychiatrists. 
 
Rose (1989a) argues that with the advent of psychometrics and the 
focus on the individual, psychology could develop its position as 
the appropriate authority to govern the lives of the individual. This 
rise of psychology to a powerful position led to a normalising vision 
of childhood and development. Rose (1989a) argues that the newly 
developed scales were not just a means of assessing children’s 
abilities, they provided new ways of thinking about childhood with 
the development of milestones of achievement. 
 
Such milestones led to ideas about appropriate childhood activities 
and ‘normal development’ that regulated the behaviours and 
understanding of a variety of groups, including parents and health 
workers. Burman (2008) proposes that this new position adopted 
by psychology was so powerful in its impact on the everyday lives 
of people that its ideals became taken with the goal of measuring 
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and regulating behaviour while monitoring any deviations from 
prescribed norms, came the important marrying of the concepts 
of human variability and the statistical principle of the normal 
distribution. 
 
By employing the concept of normal distribution, human variability 
could be presented in a simple visual form, with the assumption 
that human attributes varied in a predictable manner. Such 
patterns of behaviour therefore became governed by the statistical 
laws of large numbers (Rose, 1989a). Intelligence for example could 
now be quantified and intellectual abilities could now be presented 
as a single dimension, with an individual’s aptitude plotted within 
the distribution (Burman, 2008; Rapley, 2004; Richards, 1996; Rose, 
1989b). 
 
This then enabled the appropriate action to be taken by the expert 
psychologist. Intellect and its variations had therefore become 
manageable and the transformation of ability into a numerical 
form could be used in political and administrative debates (Rose, 
1990) such as tests for selective schooling. Rose (1989a) further 
argues that such concepts of normality are not gleaned solely from 
our experiences with ‘normal’ children but are also developed by 
experts drawing on the study of ‘abnormality’ or cases deviating 
from the prescribed norms in a given situation. 
 
The relationship between normality and abnormality is therefore 
symbiotic: it is the normalisation of individual development that 
enables the ‘abnormal’ developmental patterns to become visible, 
and vice versa (Burman, 2008). Rose (1989a) concludes that 
normality is therefore not an observation of a group of individuals, 
but a valuation. 
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Figure 2.2: Normal distribution curve by M. W. Toewes 
This move towards the quantification of normality and 
transgressions from this, led to some individuals being labelled as 
‘other’ – as ‘abnormal’, ‘lacking’, and ‘impaired’. Due to the statistical 
laws of the normal distribution, the majority of individuals would 
fit within the average scores, while a proportion of individuals are 
assumed to fit at the extreme scores – either above or below the 
average. Such graded understandings therefore lead to negative 
constructions of those individuals who fall outside of the tolerance 
of the boundaries of ‘normal’ behaviour. Once identified and 
labelled, the opportunities for negative self and ‘other’ identity 
abound. Such negative connotations of labels have an implicit (and 
often explicit) narrative concerning the assumptions of ‘right’ and 
‘wrong’ behaviour, which impacts on individual interactions with 
others, who frequently consider us to be different or deficient 
based on acquired labels and observed differences. 
 
One important challenge to this has been in the rise of self-
advocacy movements, and while initially led by those with physical 
disabilities (Barnes & Mercer, 1996), these are now evident across 
other groups, such as autistic communities (Bertilsdotter Rosqvist, 
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Brownlow, & O’Dell, 2015). These groups vary in action from 
political agitation to positive group identity on social media 
platforms such as Facebook, challenging members to question 
previously held assumptions by themselves and others. The call 
for action by such groups has been reflected in values such as 
‘nothing about us without us’, challenging broader issues such as 
interventions and research. 
 
This chapter will primarily focus on individuals who are different 
within the education system, particularly those who identify, or 
who are labelled by others, as being neurodiverse. The next section 
will therefore focus on the neurodiversity movement and some 
of the ways that this is challenging beliefs and action on diverse 
individuals. 
A NARRATIVE OF NEURODIVERSITY 
The neurodiversity movement has been influential in challenging 
dominant ways of thinking about people who are in some way 
‘different’. The term ‘neurodiversity’ was first coined by Australian 
researcher and activist Judy Singer in the late 1990s and has had 
widespread adoption within the autism community. The term 
however is not limited to autism and has been drawn on when 
considering difference across a range of labels including dyslexia, 
attention deficit hyperactivity disorder [ADHD], and attention 
deficit disorder [ADD] (Armstrong, 2010). 
 
One of the core principles of the neurodiversity movement is the 
shift in positioning of neurodiverse individuals from those who 
have a deficit to those who are different. The narrative is therefore 
one that draws on an abilities framework rather than a disabling 
framework. While it has had several critiques concerning its 
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reduction of individuals to their basic neurology rather than their 
social position (see for example Ortega, 2013), proponents of the 
framework of neurodiversity argue that what it enables is a shift 
in thinking from positioning an individual as ‘impaired’ or ‘deficient’ 
to one where difficulties are acknowledged but are constructed as 
alternative rather than lacking. 
Reflection 
Think about a child or student that you have taught who is autistic. 
• How might they be described in ‘education language’ and how might they be 
described reflecting on the principles of neurodiversity? 
Such re-framings of understandings have important implications 
for identity, where individuals have more opportunities to craft a 
positive identity due to the alternative constructions of their label 
in the broader community. This has had an impact on the ways that 
labels are used and by whom. Traditionally a person-first language 
has been adopted, which refers to a ‘person with autism’ or a 
‘person with dyslexia’. However, self-advocacy movements have 
consistently called for an identity-first use of language, which 
acknowledges that a label is an intricate and positive part of an 
individual’s identity rather than an ‘add on’, and therefore 
references such as ‘autistic person’ or ‘dyslexic’ are common. 
 
Scholars such as Harmon (2004) argue that identity-first language 
is crucial in the crafting of positive identities, as it highlights the 
central role that labels such as autism play within an individual 
identity. Harmon provides the example that it would appear 
strange to refer to someone as ‘a person with femaleness’ rather 
than ‘female’, and labels such as autism and dyslexia could be 
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considered similarly. However, while an increase in the influence 
of the principles of neurodiversity has been seen, there is still 
no concrete agreement as to the terminology and individual 
preferences should always be respected. 
 
In addition to the proposal of framing autism within a language 
of neurodiversity, individuals who do not attract a label have also 
been reframed in the narrative of neurodiversity. The terms 
‘neurotypical’, ‘neurologically typical’, or the abbreviation ‘NT’ have 
been traced back to a self-advocacy organisation called Autism 
Network International (Dekker, 2000). Dekker notes that in order 
to avoid having to use the word ‘normal’ to refer to those without 
autism, a new term of NT was coined. NT is now commonplace 
within the autism community and is widely recognised by parents 
and some professionals, particularly in Europe and the United 
Kingdom. Additionally, terms such as ‘predominant neurotype’ 
[PNT], and allistic are also being increasingly used as alternatives 
to neurotypical, reflecting the ongoing development and shifting of 
language. 
 
A shift in thinking in line with that of a perspective of neurodiversity 
calls into question issues of educational and social inclusion and 
the need to create equitable environments for individuals with a 
variety of learning needs. In the current Australian educational 
context, autism, or Autism Spectrum Disorder [ASD] as it is now 
referred to, following restructuring of the DSM-5, remains a 
supported learning difference within the classroom, but other 
types of neurodiversity, such as dyslexia, are rightly or wrongly no 
longer officially recognised. The following section will examine the 
challenges of inclusion across the educational spectrum. 
INCLUSION ACROSS THE EDUCATIONAL 
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SPECTRUM 
Challenges for neurodiverse students within education in Australia 
are consistently documented in both academic research and 
government statistics, across all levels of the education spectrum 
(Australian Bureau of Statistics [ABS], 2017; Cai & Richdale, 2015; 
Parsons, 2015). The figures reported by the ABS for autism within 
education highlight that 96.7% of children with an autism diagnosis 
have had some form of educational restriction, with additional 
support being required for most within educational settings. Of 
individuals aged 5-20 years attending an educational institution, 
83.7% reported the experience of some form of difficulty within 
their educational context, spanning challenges with social 
encounters, learning difficulties, and communication difficulties 
(ABS, 2017). However, formal support was accessed by just over 
half of this population (55.8%), with 20.7% not receiving any 
additional assistance (ABS, 2017). 
 
Unsurprisingly therefore the ABS also reports that this population 
are less likely to complete an educational qualification beyond 
school, and people with other disabilities were 2.3 times more 
likely to have a bachelor degree than neurodiverse individuals (ABS, 
2017). The flow on effects for employment are obviously apparent, 
with a labour force participation rate of 40.8% for neurodiverse 
workers, compared with 53.4% for individuals with disability and 
83.2% of individuals without disability (ABS, 2017). Unemployment 
rates are just as alarming, with unemployment for autistic workers 
three times the rate for people with a disability, and almost six 
times that of people without disability (ABS, 2017). Of those who 
are in employment, challenges are frequently reported from a lack 
of workplace accommodations by employers, the difficulties of 
managing social encounters with co-workers, and stigma 
concerning their diagnostic label – all issues that do not impact on 
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an individual’s ability to perform a job well (Brownlow & Werth, 
2018). Additionally, individuals will need to navigate systems that 
are not immediately connected with the workplace on a regular 
basis. The National Autistic Society in the UK have documented 
some of these challenges in the following film: Diverted – NAS 
 
There are also neurodiverse labels that are not recognised within 
the Australian education system, yet still require supports within 
schools. One of these is dyslexia. Dyslexia is recognised in Australia 
under the Disability Discrimination Act 1992 and by the Human 
Right Commission, yet New South Wales is the only state or 
territory where it is legally recognised as a learning disability. This 
is in stark contrast to countries such as Canada and the UK, which 
explicitly recognise and support dyslexia, with routine screening 
and support for learning within schools and support for training 
teachers. 
 
The definition provided by the Australian Dyslexia Association to 
characterise dyslexia is as follows: 
 
Dyslexia is a specific learning difference that is neurobiological in 
origin. It is characterised by challenges with accurate and/or fluent 
single word decoding and word recognition. Difficulties with 
spelling may also be evident. These challenges typically result from 
a deficit in the phonological and/or orthographic component of 
language. These challenges are often unexpected in relation to 
other strengths, talents and abilities. The ADA do not relate dyslexia 
to IQ since reading and IQ are not correlated. Dyslexia can remain a 
challenge throughout life despite mastery of language and literacy 
concepts; even with the provision of effective evidence-based 
classroom instruction. Secondary issues may include challenges in 
reading comprehension and reduced reading experience and these 
can impede growth of vocabulary and background knowledge. 
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Dyslexia, if left unidentified and or unassisted, can cause social and 
emotional troubles. (Australian Dyslexia Association [ADA], 2018). 
However, understanding what it might actually feel like to be 
dyslexic is often difficult. In recent times technological simulations 
of challenges have been created following the descriptions of 
dyslexic individuals. Try this Online Dyslexia Simulation. 
 
As you can see, things that most of us take for granted such as 
letters remaining stable and in one place are not necessarily the 
case for some dyslexic people. As well as navigating the 
appearance of words and letters, the English language is littered 
with homophones and ‘exception to the rules’ spelling conventions 
– all of which need to be navigated by the dyslexic child. 
The (un)predictability of English… 
The duck swam in the pool while I had to duck to the shop. 
The flour was milled to make a beautiful flower cupcake. 
Their shoes are just over there. 
 
Given the challenges to negotiate and the need to separate dyslexia 
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from reflections on intelligence, developing a positive identity as 
a dyslexic can be challenging, despite many famous individuals 
who also identify as dyslexic being very vocal, such as Sir Richard 
Branson and actor Tom Cruise. The animation below describes 
what one dyslexic child would like his teachers to know about what 
it means to be dyslexic. Click here to view. 
 
However, as with autism, and other neurological diversities, 
dyslexia is not something to be grown out of, and the challenges 
evident in childhood remain into adulthood. In the video below, 
Dan explains how dyslexia continues to impact on all aspects of his 
life. Watch Dan on Dyslexia. As we can see from the video, dyslexia 
continues to have both an educational and social impact beyond 
school and the importance of fostering positive self-identities are 
therefore crucial. 
 
Unlike dyslexia, autism has had much more of a focus within 
Australian educational contexts. However, the understandings of 
the experiential aspects of the challenges faced by autistic 
individuals are still not well understood. In 2016 the National 
Autistic Society in the UK launched their Too Much 
Information campaign, releasing a series of films depicting the 
sense of being overwhelmed that individuals may face across a 
range of situations. The first film featured 11 year old Alex and his 
experiences of being in a shopping centre: 
Reflection 
Think about a child that you have taught or know who is autistic, or an individual that 
you have worked with. 
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• How might they be experiencing some of the routines that are a part of 
everyday practice? 
• What might be some of the major challenges throughout a typical day for 
them? 
NOTHING IN ISOLATION: THE IMPORTANCE 
OF INTERSECTIONALITY 
So far, we have considered aspects of single points of difference, 
such as being autistic or dyslexic. However, we need to also 
consider issues of intersectionality and the impact of multiple 
influences on an individual. Two such influences are gender and 
socio-economic status, and an individual will always be influenced 
by factors such as these within their broader social context. 
GENDER DIVERSITY 
Increasingly, researchers and practitioners have moved away from 
binary understandings of gender, which categorise individuals as 
either ‘girl’ or ‘boy’, ‘man’ or ‘woman’, and instead have revised 
understandings to consider the complexities that influence an 
individual’s identification with a particular gender – or neither 
gender. In recent work Johnson (2018) explored the dominant 
understandings of gender evident in psychological theories and 
how a stable identification of oneself as either a girl or a boy 
has become evident of a key ‘normal’ developmental marker for 
individuals. Johnson critiques normative expectations for gender, 
particularly in childhood, and calls for a more critical reflection on 
what gender diverse childhoods might look like. 
 
30
SUSAN CARTER, PROFESSOR LINDY-ANNE ABAWI, PROFESSOR
JILL LAWRENCE, ASSOCIATE PROFESSOR CHARLOTTE
BROWNLOW, RENEE DESMARCHELIER, MELISSA FANSHAWE,
KATHRYN GILBEY, MICHELLE TURNER, AND JILLIAN GUY
One area that has received increased attention within the research 
literature is that of the links between gender and autism. 
Traditionally research focusing on gender and autism has 
prioritised the higher prevalence of autism rates diagnosed in boys 
rather than girls, giving rise to the assumption of autism being 
traditionally considered a male condition (Taylor et al., 2016). 
However, in more recent years the under representation of females 
has been highlighted, with some researchers arguing that females 
may exhibit characteristics in different ways (Dworzynski et al., 
2012). Lai et al. (2015) further propose that females may indeed 
present in more socially acceptable ways, and are therefore 
sometimes overlooked by clinicians for a diagnosis. This is often 
something anecdotally reported by educators, who typically 
describe the different behaviours of boys and girls with autism 
within classrooms, leading to boys more quickly attracting a label 
and therefore supports and interventions. 
Reflection 
Think about children in your classroom or other individuals who you believe to be 
autistic. 
• Have any been ‘labelled’ as autistic, and if so did they identify as being male or 
female (or neither)? 
• In what ways did they behave similarly or differently from each other? 
While the research is providing some much needed reflection on 
the important impact that gender may have for an individual, this 
largely overlooks the intersectional nature of difference, and more 
attention needs to be given to the impacts on an individual of 
having two marginalised identities and how a person might 
negotiate these. What might it mean for an individual to be both 
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autistic and gender diverse? Read the article from The Atlantic for 
an interesting perspective. 
 
There are many children whose gender development does not 
align with traditional theories of gender development, and the term 
transgender is a broad term used to describe people who do not 
retain the gender identity that they were assigned at birth. Barker 
(2017) notes that these may mean quite different things for 
different people, with some identifying with the opposite sex, 
others may take steps to align their bodies with their identity, while 
some may retain a more fluid sense of gender identity. Cisgender is 
a term used to refer to people who retain their gender identity 
that they were given at birth. Though most people who the term 
cisgender describes would not label themselves, recognising this 
label may go some way to help de-marginalise people who do not 
conform to traditional gender identities (Barker, 2017). 
 
Recent work by Kourti and MacLeod (2018) explored the 
experience of gender identity in a group of individuals who were 
raised as girls and identified as autistic but who did not necessarily 
identify with a specific gender. Kourti and MacLeod found that their 
participants did not identify with what could be considered ‘typical 
female presentations’, and resisted many gender-based social 
expectations and stereotypes. They therefore call for more 
complex understandings to be engaged in with respect to gender 
identity and autism, and focus on the importance of the 
intersectional influences on an individual of two or more powerful 
identity components. 
 
It is therefore important to recognise that all of us will have more 
than one influence on our identity, and sometimes these may 
compete, while at other times they may be more complementary. 
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Children therefore present with many influences, some of which 
are individual to them, and others which are shared socio-
contextual issues.We need to be mindful of the complexities that 
can be associated with these intertwining challenges. While gender 
may be an example of an individual identity element, shaped by 
powerful social discourse, socio-economic status is something that 
we very much share with others, rather than ‘own’ as an individual. 
THE IMPORTANCE OF SOCIO-ECONOMIC STATUS 
Socio-economic status is something that defines all of us, and 
reflects a spectrum of financial and social opportunities, and social 
positioning by self and others. For children in Australia who are 
neurodiverse, low socio-economic status may mean a delay in 
accessing professionals to effectively advocate for assessment and 
diagnosis due to the financial prevention of seeking this 
independently of supported healthcare systems. 
 
In 2016, the Autism CRC produced a report on diagnostic practices 
surrounding autism within Australia and found that there were 
stark differences between the public and private healthcare sectors 
in terms of the employment of multidisciplinary assessments and 
the frequency of diagnosis (Diagnostic Practices in Australia, CRC, 
2016). The report found that while there was no cost associated 
with diagnosis within the public sector, there were long wait times. 
In contrast, a diagnosis could be more readily realised within the 
private sector, but with an average associated cost of $2750. The 
intersections therefore between socio-economic status and 
diagnosis and supports received by individuals is inextricably 
bound, and frequently not well understood. 
 
In addition to financial barriers such as those associated with 
diagnosis, Woolhouse (2018) also highlights the social stigma that 
DIFFERENT CHILDHOODS: TRANSGRESSING BOUNDARIES
THROUGH THINKING DIFFERENTLY 33
is associated with socio-economic status, and the likelihood of 
‘mother-blaming’ or ‘culture blaming’ for those deemed to be in 
the ‘lower end’ of social brackets. Woolhouse (2018) proposes that 
children who are positioned outside of the ‘ideal’ white, middle-
class family norm are frequently stigmatised. Woolhouse’s (2018) 
work focuses on eating practices and highlights that working class 
mothers are particularly scrutinised for their failure to prevent 
childhood obesity for example, through making ‘bad choices’ and 
are therefore considered ‘high-risk’. 
 
Scrutiny of mothers is not limited to eating practices, and mothers 
of neurodiverse children are frequently the focus of research (e.g. 
Benson, 2018), with the invisible outward presentation of autism 
often allowing an element of social judgement of the mother from 
on-lookers (Neely-Barnes, Hall, Roberts, & Graff, 2011). Social 
judgement is therefore frequently synonymous with perceived 
social class, and therefore the complex nexus between social status 
and diagnostic label can add a dual marginalised facet to an 
individual’s identity. 
 
Within the Australian context a further consideration is where a 
child lives. Access to services and support are scarce and more 
difficult to access for children and families who live in rural settings. 
Reflection 
Individuals will have many things contributing to the crafting of their identity. We have 
focused on gender and socio-economic status. 
• Can you think of other things that might impact on an individual and their 
positive sense of self? 
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THINKING DIFFERENTLY WITHIN 
EDUCATIONAL SPACES: THREE KEY LEARNINGS 
In this chapter we have introduced some alternative ways of 
thinking about differences, ones that focus on an abilities 
framework. However, what does this mean for us as individuals 
and particularly for educators? We propose three key learning 
points from the points raised in this chapter. 
MOVING BEYOND IMPAIRMENTS TO VIEW DIFFERENCES 
One crucial aspect in starting to think differently is the need to 
reconsider how we view differences and the potential that such 
differences might provide. For example, can we use an abilities 
approach to understand a neurodiverse individual’s exceptional 
focus on particular interests to develop understandings of other 
areas?  Is it possible to acknowledge difficulty, such as that of an 
individual with dyslexia, but find ways to support their different 
learning styles to create a sense of positive identity and self 
esteem? 
REFLECTING ON OUR ENVIRONMENTS 
Can we create more inclusive and accommodating environments 
for individuals to learn in? We saw earlier, through the eyes of 
Alex, how unpredictable and scary situations can be. Can we put 
ourselves in the place of someone who thinks differently so as 
to try and understand what some of the challenges might be? By 
understanding what individual’s find difficult, can we understand 
their behaviours more accurately? 
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THE IMPORTANCE OF PARTNERSHIPS 
Experts are found in a range of roles, and we need to think broadly 
about what expertise a particular individual is bringing to a 
situation. Parents can bring experiential expertise in terms of 
knowledge about their children, and neurodiverse adults can 
provide a wealth of expertise in reflecting back on their experiences 
as children – these are not challenges but opportunities for shared 
learning. 
Being an educator is a challenging profession – one that requires 
a negotiation of many different roles and contexts. Creating an 
environment that is inclusive in respecting the different needs of 
all individuals is a key focus, and marginalising those who think 
differently creates a missed opportunity for both the individual 
and society more widely. Not fitting into a set educational context 
and the management of this in a positive way requires thinking 
differently for all, requiring us to open our eyes to a range of 
complex diversities. 
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CHAPTER  3 
Celebrating diversity: Focusing 
on inclusion 
PROFESSOR LINDY-ANNE ABAWI, MELISSA FANSHAWE, 
KATHRYN GILBEY, CECILY ANDERSEN, AND CHRISTINA ROGERS 
So, what can we do as teachers to prepare ourselves to be social 
justice advocates and teachers whose inclusive classrooms 
embrace and honour diversity? 
Key Learnings 
•  The Australian demographic has been changing dramatically resulting in an 
increasingly diverse population. 
•  Every individual is shaped and influenced by multiple factors which add to the 
rich tapestry of a school and community. 
•  Inclusion involves acceptance and catering for the needs of all learners. 
•  At the heart of any inclusive school is the creation of a culture where each 
individual is accepted and embraced for who and what they bring to the learning 
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space. 
INTRODUCTION 
As teachers, we are privileged to have the opportunity to work 
in diverse contexts and with diverse groups and individuals. The 
richness and opportunities within today’s classrooms provide a 
wealth of opportunities to learn from, and with our students, 
parents, community and colleagues. By sharing perspectives and 
histories that may be unfamiliar to us and to others, opportunities 
are created that must be embraced in order to break down the 
many social injustices that still exist, and which limit the 
opportunities of students to fulfil their full potential. 
 
In 2013, then 16 year old Pakistani activist, Malala Yousafzai spoke 
at an international assembly and said “ thousands of people have 
been killed by the terrorists and millions have been injured. I am 
just one of them. So here I stand, one girl among many. I speak 
not for myself, but for those without a voice that can be heard. 
Those who have fought for their rights. Their right to live in peace. 
Their right to be treated with dignity. Their right to equality of 
opportunity. The right to be educated” (Malala Yousafzai Quote, 
2013). As teachers it is our moral obligation to do no less. 
 
Many of our most marginalised students and families find it difficult 
to be heard and we can be their voice and advocate for inclusion 
and equity. The Melbourne Declaration on Educational Goals for 
Young Australians (2008) clearly states our moral and legal 
obligation to provide opportunities for all students to succeed, as 
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do the various Australian state jurisdiction Anti-Discrimination Acts. 
As a consequence, teaching should, and can be an activist 
profession (Sachs, 2003) where we can seek to make a difference 
in the lives of the children and young people that we teach. To 
achieve this, educators must also be continual learners, seeking to 
know and understand their students and their education setting 
communities, in order to be able to provide targeted support, 
because “learning in schools occurs when meaning making takes 
place. A sociocultural approach to understanding how learning 
takes place is built on cognitively explicating the relationships 
between actions and understandings” (Abawi, 2013, p. 91). 
 
In this chapter we seek to develop the reader’s understandings 
by exploring the concepts of diversity and inclusion in order to 
prepare ourselves for action, as teachers who are social justice 
advocates, and teachers whose inclusive classrooms embrace and 
honour diversity. 
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Figure 3.1: Photograph by Matteo Paganelli on Unsplash 
UNDERSTANDING DIVERSITY 
A SNAPSHOT OF OUR NATION 
There is an increasing emphasis in schools, on understanding and 
catering for the diversity of learners in our classrooms, and rightly 
so. Consequently, let’s examine what diversity looks like within a 
contemporary Australian landscape. 
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Figure 3.2: Photograph by Christopher 
Burns on Unsplash 
The demography of Australia 
has been changing 
dramatically, with increasing 
evidence of a nation rich in 
diversity. According to statistics 
from the 2016 Australian 
National Census, 33.3% of 
Australians were born 
overseas, and a further 34.4% 
of people had both parents 
born overseas (Australian 
Bureau of Statistics (ABS), 
2018). In 2016, 82% of the overseas-born population lived in capital 
cities (refer to Table 3.1) (Australian Bureau of Statistics (ABS), 
2018). Disturbingly, in 2012, 2.55 million people (13.9%) were living 
below the poverty line, after taking account of their housing costs, 
and 603, 000 children (17.7% of all children) were living below the 
poverty line (Australian Council of Social Service [ACOSS], 2012). 
Table 3.1. Generational Changes in Overseas Born Australians Living in Capital 
Cities 
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Figure 3.3: Photograph by 
 Commonwealth of Australia, 
Indigenous Advancement Strategy 
The 2016 National Census 
identified that the resident 
Aboriginal and Torres Strait 
Islander population of Australia 
was 649 171 people, 2.8% of 
the total Australian population 
counted, up from 2.5 per cent 
in 2011, and 2.3 per cent in 
2006 (ABS, 2018). Of the 
Australian states and 
territories, the largest 
populations of Aboriginal and 
Torres Strait Islander Australians live in New South Wales and 
Queensland. However, Aboriginal and Torres Strait Islander 
Australians comprised 30% of the population of the Northern 
Territory, the highest proportion of any state or territory. 
 
Between 2001 and 2011, the number of people reporting a non-
Christian faith increased considerably, from around 0.9 million to 
1.5 million, accounting for 7.2% of the total population in 2011 (up 
from 4.9% in 2001). The most common non-Christian religions in 
2011 were Buddhism (accounting for 2.5% of the population), Islam 
(2.2%) and Hinduism (1.3%). Of these, Hinduism had experienced 
the fastest growth since 2001, increasing by 189% to 275,500, 
followed by Islam (increased by 69% to 476,300) and Buddhism 
(increased by 48% to 529,000 people) (ABS, 2011). The 2015 Survey 
of Disability, Ageing and Carers (SDAC) identified that almost one in 
five Australians reported living with disability (18.3% or 4.3 million 
people) (ABS, 2015). 
 
As a result of the impact of the diversity on the Australian 
population, many educators struggle to meet the needs of learners 
within education settings composed of students from culturally, 
46
SUSAN CARTER, PROFESSOR LINDY-ANNE ABAWI, PROFESSOR
JILL LAWRENCE, ASSOCIATE PROFESSOR CHARLOTTE
BROWNLOW, RENEE DESMARCHELIER, MELISSA FANSHAWE,
KATHRYN GILBEY, MICHELLE TURNER, AND JILLIAN GUY
ethnically and linguistically diverse backgrounds, in addition to 
students with varying levels of ability, children raised in poverty 
and the dynamics of alternative family structures (Sands, Kozlwak 
& French, 2000). 
Reflection 
• What does an increased diversity of demographic mean for your classroom / 
education setting or organisation? 
• What does this mean for your teaching practice? 
• How well prepared are you for this level of diversity? 
REFRAMING DIVERSITY 
What does the term diversity mean? 
Certainly, these statistics are significant in understanding the 
diversity of our nation, but it is important to understand diversity, 
not just in terms of groups or labels but rather in terms of 
individuality. As we know each and everyone of us is unique and 
different in many varied ways, with our difference from each other 
influenced by a collection of diverse genetic and environmental 
factors (Ashman, 2015). 
 
As such, the term diversity then includes more than socio-
economic, cultural, ethnic and linguistic differences. It also includes 
differences arising from gender and sexual orientation, and 
includes differences in tastes, preferences and communication 
styles. Appropriately, the term diversity also includes the 
differences in the skills and capacities that learners bring to 
education settings (Sands et al., 2000). Consider also the diverse 
CELEBRATING DIVERSITY: FOCUSING ON INCLUSION 47
learning styles and preferences of students, and the role that 
motivation, cognitive load, and mental ability have on students, and 
how they also add to the diversity of any learning group. 
 
Often in education settings, we group students by labels. We 
talk about catering for gifted and talented learners or exceptional 
learners, Aboriginal and Torres Strait Islander Australians, students 
for whom English is an Additional Language or Dialect [EAL/D], 
autistic students, or even group a diverse range of disabilities and 
learning impairments into one group such as students with 
disabilities.The danger with such groupings is that we may then 
think of each of these groups homogeneously with a ‘one size fits 
all’ mentality, and this impacts on how we plan the learning and 
cater for diversity in our classrooms. 
 
When individuals appear to have some similar characteristics, 
they tend to be labelled by others and themselves (Sands et al., 
2000). For example, it is not uncommon to refer to the ‘nerds’ 
at school or the ‘sporty types’ as collective groups. Likewise, 
classifying is a common practice in health, education, and business. 
For example, in health, patients are categorised by conditions 
[heart, cancer etc.]. In education, and in life, we tend to label in 
multiple ways, and in doing so we sometimes risk assuming that 
individuals within a category have all the same needs and all learn 
the same way. This is not always the case. Such labelling can also 
result in deficit thinking, and in fact result in lower expectations 
and/or create stereotyping. 
Watch 
Inclusive Education: a way to think differently about difference. (12.36 minutes) 
Consider the graphic representation in Figure 3.4. 
48
SUSAN CARTER, PROFESSOR LINDY-ANNE ABAWI, PROFESSOR
JILL LAWRENCE, ASSOCIATE PROFESSOR CHARLOTTE
BROWNLOW, RENEE DESMARCHELIER, MELISSA FANSHAWE,
KATHRYN GILBEY, MICHELLE TURNER, AND JILLIAN GUY
 Figure 3.4: Factors contributing to diversity 
It is these variables and varied factors that contribute to each of 
us as individuals, and are what we add to the rich tapestry of 
education setting  and its community. 
Watch 
Invisible diversity 
Talking about disability 
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Figure 3.5: Photograph by Sebastián 
León Prado on Unsplash 
In our classrooms, we have young people who have similarities and 
differences in: 
• Philosophy – points of view , perspective, religion and 
experiences. 
• Physiology –  genetics, cognitive and physical ability and mental, 
physical health and wellbeing. 
• Identity- race, gender, ethnicity, nationality, age and family. 
• Demographics –  socio-economic, citizenship and location. 
• Learning preferences – types of intelligences or visual, auditory 
or kinesthetic learning styles (VAK). 
FAMILY DIVERSITY 
One of the most powerful 
activities in getting to know 
your students is to ask them to 
draw a visual representation of 
their family. This will give you 
great insight into the diversity 
of family structures. These 
diverse structures challenge 
teachers to consider the fact 
that many children do not live 
in what is often described as 
the traditional family – Mum, 
Dad, children and the pets. 
Often in Western cultures, and 
portrayed this way in the 
media, this family is seen as the 
most desirable type of family. 
Given this, children who do not 
live in a family that fits this 
profile and promoted norm can grow up with a view that their 
family is not normal. 
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 What is acceptable in one family and culture may not be in another. 
For example, in some cultures, polygamy is common. There are 
rules in some families, for example, where one member is 
considered the person in charge. In patriarchal families, the family 
is ruled by men – they make the important decisions – whereas 
the opposite is the case for matriarchal families. Families are also 
very fluid. Partners may change through death or divorce and be 
reconstituted with further marriage or relationships (Cohen et al., 
2007). 
So, let’s consider the types of diversity that can exist in learners’ 
lives. 
Organisational Diversity 
Different kinds of family compositions – single parent, blended, 
reconstituted or fostered. 
Cultural Diversity 
For example, the Kibbutz in Israel where families live together 
communally; arranged marriages in India; or stem families in 
China (three or more generations live together). 
Social Class Diversity 
Different access to material and economic resources. 
Life Cycle Diversity 
Different stages of development – a family in early stages of 
development would have young children (consider the fact that 
sleep may be interrupted on a regular basis). 
Cohort Diversity 
Each period is likely to impact on families in different ways: for 
example, the radical social change that occurs as a result of war.   
(Adapted from Cohen et al., 2007). 
THE CULTURAL INTERFACE IN AN INCLUSIVE SCHOOL 
Considering the diverse cultural backgrounds of the students in our 
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education settings and the families who support them, it is worth 
reflecting on ways to see if we can bridge gaps in understanding 
and knowledge, in areas where we, as educators, may be lacking. 
Nakata (2006) suggests that educators conceptualise the cross 
cultural space, not in terms of perceived opposites and differences, 
but in terms of knowledge systems composed of sets of complex, 
layered concepts, theories and meanings. Nakata’s work has been 
central to bringing non-Indigenous Australians and Australian 
Aboriginal and Torres Strait Islander people toward a closer 
understanding, respect and appreciation of the richness and value 
in diversity. 
 
Too often within education settings, a dominant ‘white’ perspective 
on the world is most evident, and this can have ongoing 
consequences for children and young people who find it difficult 
to see themselves as having a valued place within a ‘Western’ 
education system.It is important then as teachers, especially for 
those of us who are non-Indigenous teachers, to carefully consider 
how we can be a part of the struggle to address the lies and 
omissions that shape Australian history. We must proactively work 
against racism in any form. To help us in this mission we need 
to construct counter-discourses and utilise ways of thinking and 
pedagogical practices that engage and challenge learners to think 
differently and to dig deeper into their own consciousness and 
experiences and embrace the diversity of Aboriginal and Torres 
Strait Islander culture and peoples. 
 
The following statistics from the Closing the Gap, Prime Minister’s 
Report, 2015 were based on standardised proportions and 
indicated that Aboriginal and Torres Strait Islander people were: 
twice as likely as non-Indigenous people to have asthma (rate ratio 
of 1.9); more likely than non-Indigenous people to have diseases of 
the ear and/or hearing problems (rate ratio of 1.3); more likely than 
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non-Indigenous people to have heart or circulatory diseases (rate 
ratio of 1.2); and three times as likely as non-Indigenous people to 
have diabetes/high sugar levels (rate ratio of 3.3). Similar statistics 
portray an equally negative discourse about educational outcomes. 
However, this type of deficit discourse presents one view only and 
has been criticised for the language, cultural overtones and 
assumptions made. 
 
Click and explore the concepts of knowledge, power and voice, and 
whose voices are often silenced. 
Watch 
A role play filmed in 2017, conceptualised by USQ’s Indigenous Curriculum and Pedagogy 
Consultant, Megan Cooper, and enacted by a number of academics and friends of USQ, 
including Megan herself who introduces the scenario. 
 
Reflection 
As you engage with each segment ask yourself the following the questions: 
• Whose points of view resonate with yours? 
• Which are the dominant voices? Why? Should they be? 
• How is ‘knowledge’ positioned within the meeting? Whose knowledge counts? 
How would you explain the power relationships between the 
groups presented in the video? Consider the concepts of ‘Power 
over’, ‘Power with’ and ‘Power to’ and how a deficit discourse 
creates ongoing inequity resulting in low expectations and the 
framing of Aboriginal and Torres Strait Islanders as victims. What 
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other sections of our society are being victimised? It is so simple to 
stereotype learners and make generalisations. Is there not also a 
similar deficit discourse about refugees and Muslims for example? 
 
AUSTRALIAN CURRICULUM 
Certainly there have been efforts made in recent times to ensure 
that Australian Indigenous peoples and their knowledge systems 
and beliefs are being valued within the Australian educational 
system. The most significant of these relates to the advent of the 
Australian Curriculum. The Australian Curriculum was introduced 
in 2008 with an aim to ensure an equal curriculum for all Australian 
students (Australian Government, 2008). 
 
A big plus for the curriculum is the inclusion of Aboriginal and 
Torres Strait Islander histories and cultures as a cross-curriculum 
priority, meaning that the Indigenous perspective is embedded 
throughout the eight learning areas of the Australian Curriculum. 
‘Country/place’, ‘culture’ and ‘people’ and ‘identity within the living 
community’ are embedded in the curriculum, as well as the 
“development of knowledge about Aboriginal and Torres Strait 
Islander Peoples’ law, languages, dialects and literacies” (Australian 
Curriculum Assessment and Reporting Authority [ACARA], 2018). 
Themes of celebration of strength and resilience “against the 
historic and contemporary impacts of colonisation” (ACARA, 2018) 
are explored. 
 
The Australian curriculum also acknowledges that Indigenous 
students’ first language may be Aboriginal or Torres Strait Islander 
dialect and literacy will therefore be more complex to learn. It 
recognises the diversity of sociocultural, linguistic and cultural 
factors of all Indigenous learners and the personalised learning 
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needs they may require to meet the curriculum. Continuing to be 
critical about the curriculum is important to ensure anti-racism 
curriculum is implemented. The inclusion of Indigenous 
perspective in the Australian Curriculum was not difficult (Nakata, 
2011). The Australian Curriculum developers ensured coherence 
with policies and practices at a system level (Schleicher, 2017), 
there was content rigour (Morris & Burgess, 2018) and curricula 
were developed with Indigenous authors (Parkinson & Jones, 2018). 
However, the education setting administration needs to be 
committed to implementation of the curriculum and teachers need 
to deliver content with an understanding of the dispossession and 
struggle experienced by Aboriginal and Torres Strait Islanders and 
the continuing effect of colonisation on their lives (Schleicher, 
2017). 
 
An Indigenous Pedagogical Framework originating from research 
with Australian Indigenous communities in Northern New South 
Wales, called the 8 Ways Pedagogy provides teachers, and others, 
with one set of culturally inclusive lenses with which to view the 
world and also to use when planning activities, the framework can 
be used to . 
LEADING A CULTURALLY RESPECTFUL SCHOOL 
Schleicher (2017) identified that in education settings where 
Indigenous students had high rates of achievement, the results 
of that success could be generally attributed to a highly effective 
and committed principal who exhibited a ‘do whatever it takes’ 
approach that ensured that Indigenous students attended school, 
engaged in learning and made good progress. Effective principals 
set high expectations for teachers and take responsibility for 
monitoring student performance. 
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Under such leadership, resources are provided to ensure culturally 
sensitive teaching. Extra support is provided to support individuals 
who require more help. Cultural competence training is delivered 
to assist educators to understand cultural perspectives of 
Indigenous peoples and to identify their own underlying bias (Riley 
& Pidgeon, 2018). Professional development to understand 
Aboriginal specific language development and cultural norms is 
provided to further assist educators’ understanding Indigenous 
learners (Schleicher, 2017). Approaches in such schools tend 
towards a ‘whole-of-child’ perspective that placed students’ overall 
wellbeing as a key priority, ensured indigenous students 
progressed academically, expected progress was met and that any 
necessary interventions were put in place in a timely manner 
(Schleicher, 2017). 
 
Principals who are committed to developing best possible 
outcomes for Indigenous families, treat families with respect 
(Schleicher, 2017). They acknowledge and address the negative 
impact and trauma that Indigenous people will have experienced 
with education systems, which may cause Indigenous families to 
resist the traditional school culture. Culturally responsive content is 
addressed in a holistic manner and a sense of belonging is created 
so students want to attend school regularly (Bodkin-Andrews & 
Carlson, 2016). 
TEACHER PERSPECTIVES 
Many of the teachers who are delivering the Australian Curriculum, 
were exposed to only one side of the story in their own education 
(Gilbey, 2018). Teachers may be ignorant of the Indigenous 
perspective, have racist beliefs acquired from their own knowledge 
and upbringing or anti-racist and therefore struggle to support 
ideals striving to support all Aboriginal and Torres Strait Islanders 
well-being and education (Gilbey, 2018). Teachers may not have 
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had Indigenous perspective courses in their Higher Education 
courses, or may not have worked in schools with Indigenous 
students (Slee, 2011). Developing a culture of inclusion for 
Indigenous students will only occur when the curriculum addresses 
the indigenous perspective, teachers create respectful trusting 
relationships with Indigenous students and have high expectations 
about Indigenous students (Riley & Pidgeon, 2018). 
According to Schleicher (2017) Indigenous learners said they felt 
supported when: 
• their teachers took an interest in them; 
• cared about them and who they were as Indigenous 
people; 
• expected them to succeed in their learning; and 
• assisted them to learn about their cultures, histories and 
language/s. 
 
The importance of Indigenous and non-Indigenous people working 
together to understand cultural bias in the curriculum has been 
espoused by Nakata (2011). Nakata argues non-indigenous people 
can never fully understand the dispossession, trauma and racism 
experienced by Aboriginal and Torres Strait Islanders as a result of 
colonialism, but they can listen and understand the impact on their 
identity (Nakata, 2011). Using this knowledge, local community 
members can create partnerships with schools to ensure an anti-
racist education is established and maintained. 
Watch 
Engaging the community within Aboriginal and Torres Strait Islander early education 
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SOCIO-ECONOMIC DIVERSITY 
There is a significant amount of literature, research and debate 
about the impact of socio-economic disadvantage on educational 
outcomes for children.  The following factors are considered to 
contribute to socio-economic disadvantage and add to the diversity 
of individual, groups and communities. 
 
1. Poverty 
Measuring disadvantage in wealthy countries is calculated by 
considering the proportion of the population living below what is 
referred to as the ‘poverty line’. Poverty lines are mostly based on 
the after-tax income of households. According to the Australian 
Council of Social Service (ACOSS) Report on Poverty (2012), single 
parents, females, adults born in countries where English is not 
the main language, people with a disability, the unemployed, and 
Aboriginal and Torres Strait Islander peoples are at higher risk of 
poverty and at greater risk of social security being the main source 
of income. 
 
2. Deprivation 
Another measure of disadvantage is ‘deprivation’. Deprivation is 
measured by the proportion of households lacking items which 
the majority consider as essential. Saunders and Wong (2012) 
identified that there were six key categories of essential needs: 
1. the need for basic materials; 
2. the need for good health; 
3. the need for accommodation; 
4. the need for social interaction and functioning; 
5. the need for safety and reduced risk;  and 
6. the need for children’s needs to be met. 
 
3. Social Exclusion 
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Figure 3.6: Photograph by Marina 
Panades on Unsplash 
There are many definitions of social exclusion. 
• Lack of connectedness. 
• An inability to participate in key activities in the local 
community because of a lack of access to resources 
required. 
• An inability to access institutions, services and  social 
networks. 
• Negative impact on quality of life and wellbeing. 
However, it is important to note that individuals may experience 
social exclusion without necessarily living below the poverty line. 
Similarly, individuals may experience levels of deprivation and be 
above the poverty line. 
There have been a number 
of studies linking persistent 
socioeconomic disadvantage to 
negative impact on educational 
and life outcomes. Feruson, 
Bovaird and Mueller (2007) 
describe four factors that 
impact on education and life: 1) 
social functioning; 2) academic 
functioning; 3) chronic physical 
health problems; and 4) 
psychiatric disorders which can 
also significantly affect the school readiness of young children. 
 
Similarly, a longitudinal study by Duncan (1993) found that family 
income and poverty status correlated strongly with the cognitive 
development and behaviour of children. Having said this, there are 
also studies that question the strength of this correlation. Rothman 
(2003) refers to data from the Longitudinal Surveys of Australian 
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Youth which found a decrease in the relationships between socio 
economic status and academic achievement between 1975 and 
1995, although this was less evident between 1995 and 1998. These 
surveys analysed reading comprehension and mathematics 
performance data. 
 
Without a doubt though, students living with socioeconomic 
disadvantage can feel a sense of social exclusion in schools. The 
impact of not being able to afford equipment, attend excursions, 
buy school photos and more, contributes to disengagement and 
social exclusion. We should not, however, assume that all students 
who live in disadvantaged situations are disengaged and feel social 
exclusion in educational settings. If this is not understood then 
again stereo-typing occurs. Payne’s (1995), A Framework for 
Understanding Poverty, has been used in teacher training and 
professional development activities for years, particularly in the 
United States but also in other countries, such as Australia. 
Recently this work has come under intense academic scrutiny for 
exactly the reason mentioned above (Gorski, 2012). The reasons for 
this are that broader systemic issues are ignored and stereotyping 
and the deficit perspectives at play are in fact theoretically 
ungrounded. 
 
According to Lee and Burkam (2003) as cited by Gorski (2012), 
students labelled ‘at-risk’ who attend schools that combine rigorous 
curricula with learner-centred teaching achieve at higher levels and 
are less likely to drop out than their peers who experience lower-
order instruction. All learners, including those from low socio-
economic backgrounds learn best in schools where there are very 
high academic expectations for all students. Standards should 
never be based on socioeconomic status, nor should they be 
lowered in response to the socio-economic background of learners 
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(Gorski, 2012)which clearly resonates with Paulo Freiere’s Pedagogy 
of the Oppressed first published in 1968. 
FACTORS ADDING TO GROUP DIVERSITY 
Learning Styles 
Learning styles describe how we approach different tasks as well 
as our different individual preferences and strengths in learning. 
We all process information and learn different skills in a variety 
of different ways as our brains are complex, and can make use 
of visual (seeing), auditory (hearing), kinesthetic (touching) and 
reflective (thinking) processes. As a consequence, learning styles 
also contribute to the diversity of a learning group, with a variety of 
preferences for learning evident in any one class group. 
 
The Theory of Multiple Intelligences, developed by Howard 
Gardner (2006), proposed that individuals possess a number of 
autonomous intelligences, which individuals regularly draw on 
both individually and collectively, to create and solve problems 
that are relevant to the societies in which they live (Davis, 
Christodoulou, Seider & Gardner, 2011). The intelligences include: 
visual intelligence, linguistic (verbal) intelligence, logical-
mathematical intelligence, spatial intelligence, interpersonal 
intelligence, intrapersonal intelligence, naturalistic intelligence, 
bodily-kinaesthetic intelligence, and musical intelligence. Over time 
Gardner built on these and added  spiritual/existential and moral 
intelligences (refer to Figure 3.7). 
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Figure 3.7: Howard Gardner’s Theory of Multiple Intelligences 
Others question the validity of different learning styles theory 
and argue that the theory is a culturally biased way of 
understanding the varied ways in which learners learn (Peariso, 
2008). Many critics describe the theory as being moralistic and 
overly focused on delivering a highly individualised child centred 
pedagogy rather than pedagogy that nurtures a broader, set of 
human attributes (Peariso, 2008). 
 
Despite such criticisms, educators consider Howard Gardner’s 
(2006) Theory of Multiple Intelligences (Figure 3.7) and other 
learning styles theories to be useful ways of considering the 
diversity of learners in our classrooms. The important message to 
retain from any theory is that learners do learn differently and 
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may well have very different learning preferences. Therefore, as 
teachers it is incumbent upon us to ensure that varied ways of 
learning and assessment of learning should be provided to 
students. Such activities need to be consciously chosen so as to 
cater to a student’s strengths whilst at other times building and 
consolidating areas that are challenging for them. 
The Domains of Learning 
Using labels, particularly for students with disabilities, does not 
always help teachers to plan effectively, make adjustments and 
select the most appropriate learning activities, and can sometimes 
result in, unintentionally, stereotyping a student. However, naming 
groups does serve a purpose when trying to pinpoint specialised 
needs. Anderson and Krathwohl’s (2001) revised work on Bloom’s 
Taxonomies devised four domains of learning that assist in 
understanding the needs of each learner: 1)the cognitive, 2) 
affective, 3) sensorimotor and 4)social domain. 
In psychology, these concepts are often referred to as: 
• the cognitive domain (knowledge); 
• the psychomotor domain (skills); 
• the affective domain (attitudes); and 
• the psychosocial domain (social skills) (Royal College of 
Psychiatrists, 2016). 
Sands et al., ( 2000) suggest that these domains do not stand 
alone, and instead are complex, interactive components of the 
whole person. Using the four domains of learning can assist in 
understanding the needs and characteristics of individuals and 
groups of learners. 
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UNDERSTANDING THE INDIVIDUAL 
If we then consider an individual in terms of the four domains 
and varied learner preferences, then layer that with a person’s 
culture, ethnicity, gender, and socio-economic status, we have a 
better understanding of diversity. Diversity is something that all 
children, young people and adults have in common, both within 
individuals and across groups. In response to such diversity, it then 
becomes an essential responsibility of all educators and all those 
who support educators, that each and every individual’s diversity is 
built upon, that a belief is held that all individuals have the capacity 
to learn, and that educators uphold all individuals’ right to learn 
(Peters, 2007). 
The Neurodiversity – each of us is special 
The National Symposium on Neurodiversity (2011) proposed that 
Neurodiversity should be recognised and respected the same as 
any other human variation. Neurodiversity includes neurological 
difference such as Dyspraxia, Dyslexia, Attention Deficit 
Hyperactivity Disorder, Dyscalculia, Autistic Spectrum, Tourette 
Syndrome.  Listen to this simple explanation of Neurodiversity and 
then watch this brilliant young man explain the same thing in 
pictures – in Ryan’s Book of Brains. 
ACCOUNTABILITY 
As you would be aware it is important that teachers have 
knowledge of the relevant legislation that impacts on their legal 
and professional accountabilities. Diverse learners are protected 
by a suite of federal and state Acts which focus predominantly 
on age, gender, human rights, race and disability an include the 
following: 
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• Commonwealth Age Discrimination Act 2004.
https://www.comlaw.gov.au/Series/C2004A01302 
• Commonwealth Racial Discrimination Act 1975.
https://www.comlaw.gov.au/Details/C2014C00014 
• Commonwealth Sex Discrimination Act 1984.
https://www.comlaw.gov.au/Series/C2004A02868 
• Queensland Consolidated Acts: Anti-Discrimination 
Act 1991. http://www.austlii.edu.au/au/legis/qld/
consol_act/aa1991204/s7.html 
• Commonwealth Disability Discrimination Act 1992.
https://www.comlaw.gov.au/Series/C2004A04426 
• Disability Standards for Education 
2005.https://www.comlaw.gov.au/Details/F2005L00767/
Download 
Coupled with legislation, policy and procedure underpin the 
functioning of schools both state and non-state. For example, in 
Queensland’s Department of Education and Training (DET), there 
are a raft of policies/frameworks that relate to diversity and 
inclusion including: 
• Inclusive Education Policy Statement 
• Disability Policy 
• Supporting Student Health and Wellbeing policy 
• Students in Out-of-home Care Policy 
• English as and Additional Language or Dialect Policy 
• Capability Framework: Teaching Aboriginal and Torres 
Strait Islander EAL/D Learners 
• Learning and Wellbeing Framework 
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THINGS TO REMEMBER ABOUT DIVERSITY 
It is important to remember that even though the research might 
indicate, for example, that Aboriginal students often work best in 
group work, we should never stereotype an individual and assume 
a ‘one size fits all’ mentality – after all group work is best for many 
different learners. Above all, we need to know our learners. For 
example, it is important to understand the ways of learning that 
work best for gifted students but be very careful not to assume 
that every gifted learner will learn that way because we need to 
consider other factors in their life, such as ethnicity, gender, health 
and family. We must also not assume that skills in one area are 
automatically translated into another. 
UNDERSTANDING INCLUSION 
DEFINITIONS OF INCLUSION 
The Melbourne Declaration on Education Goals for Young 
Australians (Ministerial Council on Education, Employment, 
Training and Youth Affairs [MCEETYA], 2008) declared that “all 
Australian governments and all school sectors must provide all 
students with access to high-quality schooling that is free from 
discrimination based on gender, language, sexual orientation, 
pregnancy, culture, ethnicity, religion, health or disability, 
socioeconomic background or geographic location” (MCEETYA, 
2008, p.7). Inclusion is therefore not a choice but an obligation. 
What does the word inclusion mean? 
There are numerous definitions of inclusion and inclusive 
education. Let’s consider some of the definitions and 
considerations. Ashman (2015) defines inclusion in terms of 
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‘acceptance’ and catering for the needs of all learners by making 
appropriate adjustments. The term inclusion describes the act of 
accepting a student completely – regardless of any difference, their 
impairments or their disability, within a regular class, with 
adjustments made to the learning program to ensure that every 
learner is fully engaged in all class activities (Ashman, 2015). 
 
The United Nations Educational, Scientific and Cultural 
Organisation [UNESCO] Policy Guidelines on Inclusion in Education 
(2009), describes inclusion holistically by referring to inclusive 
education as a ‘process’ where by it is the system that needs to 
be inclusive: “Inclusive education is a process of strengthening the 
capacity of the education system to reach out to all learners, and 
can thus be understood as a key strategy to achieve (education for 
all)” (UNESCO, 2009, p. 8). The UNESCO guidelines also consider 
inclusion not only in terms of the right to participate in learning 
but also in terms of social acceptance so that children actually feel 
included, as do their families, in every relevant aspect of school life. 
 
According to Hyde (2010), inclusion is about learning, social 
participation and enduring well-being, and is directly influenced by 
an individual’s ability to successfully access and engage in quality 
educational and social experiences.  Hyde (2010) also refers to the 
importance of engagement when considering inclusion where 
engagement is the degree to which the student is attached 
emotionally, socially, cognitively and academically to the school. 
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Figure 3.8: Photograph of The odd one 
out by Steve on Flickr 
Carter and Abawi (2018) 
developed the following 
definition “inclusion is defined 
as successfully meeting 
student learning needs 
regardless of culture, language, 
cognition, gender, gifts and 
talents, ability, or background” 
(p.2). They go on to say that 
“within the literature, 
definitions are blurred and 
‘special needs’ are often 
referred to when exploring inclusion. ‘Special needs’ has been 
linked to disadvantage and disability, but we define special needs 
more broadly as the individual requirements of a person, and the 
provision for these specific differences can be considered as 
catering for special needs” (p. 2). What does inclusion mean to you? 
SEGREGATION TO INCLUSION – A BRIEF HISTORY 
Figure 3.9: Segregation to Inclusion 
Chronology of historical educational practice in Australia 
The following  chronology of education in Australia provides an 
outline of the major milestones and trends in the development 
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of educational practices and the movement from segregation to 
inclusion. 
1850’s 
During this period education few children from the working classes 
and  Aboriginal and Torres Strait Islander children engaged in 
education. 
1860s and 70s 
Education Acts placed all primary education under one general and 
comprehensive system controlled by Boards of General Education. 
1880s and 90s 
Free, secular and compulsory education in State schools .The ‘Blind, 
Deaf and Dumb’ became a focus with schools established to cater 
for vision and hearing impaired students. 
1900s and 1910s 
Arguments proposed for universal secondary education. 
1920s and 30s 
Rise of technical and domestic schools for the working class in 
order to meet the needs of a growing economy post World War 1. 
The first special classes were provided for ‘handicapped’ children. 
Classes for ‘backward’ children became ‘Opportunity Classes’. 
Education becomes compulsory for vision and hearing impaired 
children through the  Blind, Deaf and Dumb Children Instruction 
Bill of 1924. 
1950s 
The State Schools for ‘Spastic Children’ open.  Separate schools 
were established for students with mild intellectual disabilities. 
1960s 
Establishment of comprehensive high schools. Differentiation 
between government and non-government. Streaming between 
academic and vocational. Integration started to gain traction in 
some schools, although the prevalence of institutions and special 
schools continued. Opportunity schools contained large numbers 
of students with 2000 students placed in Queensland Opportunity 
schools in the 1960s. 
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1970s 
The Karmel Report had impact with a  focus on educational 
inequality. 
1980s 
Parental choice and diversity of schooling emerged. 
Compensatory funding for identified/targeted groups began to get 
traction. A growing culture of expectations of school and student 
performance. 
1990s 
Education department policies began to focus on accommodating 
the diverse needs of students. A stronger focus on discrimination 
legislation emerged. 
2000s – 
Schools viewed as corporate models with targets and performance 
indicators. Disability Standards for Education with a focus on 
inclusive school cultures. 
WHAT WOULD YOU EXPECT TO SEE IN AN INCLUSIVE 
SCHOOL? 
• The student is part of the community. 
• Schools make adjustments to fit the students. 
• Acceptance. 
• Fair treatment. 
Unfortunately, some schools are less than inclusive. Right from the 
point when parents ask questions around enrolment and the first 
interview with the school Principal or Deputy takes place problems 
can start to arise. In the words of a District Support Officer: 
 
Our schools [State Schools] can’t say no, but some make things seem 
very challenging … “oh … your child will be the only child like this in Year 
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3 so we don’t really have a structure where we could pull them out to do 
this, that or the other, so this is all we can do for them. (Abawi, 2015) 
 
Although no student can be explicitly turned away from a school, it 
is certainly not unknown for the leadership team to suggest that a 
child with a particular need would be better catered for at another 
school. Parents feel that their child is unwelcome and rather than 
debate the issue they leave and try again. Not only is the child 
‘excluded’ but so are the parents. 
CHARACTERISTICS OF INCLUSIVE SCHOOLS 
At the heart of any inclusive school is the creation of a culture 
where each individual is accepted and embraced for who and what 
they bring to the learning space. It is also about social justice and 
about enabling each individual to reach their full potential. In order 
to do this, we may have to set aside our pre-conceived norms 
and assumptions about a student’s ability, and build learning 
opportunities to challenge and extend  by enabling engagement at 
every level. 
 
Inclusive practice can be described as any type of practice or 
efforts made by educational settings where students and their 
parents and care givers are made to feel welcomed and valued. 
Within this practice it is implied that if a student’s participation 
becomes as issue as a result of disability, gender, behaviour, 
poverty, culture, refugee status or any other reason, then ever 
effort will be made not to establish special programs for individuals 
or groups, but instead to expand mainstream thinking, structures 
and practices so that all students are accommodated within the 
setting (Shaddock, Giorcelli & Smith , 2007). 
Inclusive school communities: 
• Uphold the rights of students. 
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• Value diversity. 
• Ensure access and participation. 
• Match pedagogy to student need. 
• Share responsibility. 
• Share decision making. 
• Value parents/carers as partners. 
However, Sands et al. (2000) note that creating an inclusive culture 
is not a simple task. Building and sustaining an inclusive culture 
requires the development of a sense of belonging, opportunities 
for meaningful participation, the fostering of positive alliances and 
affiliations, opportunities for collaboration and the provision of 
emotional and technical support for all members of the 
community. 
Quality relationships – belonging and participation 
Human beings have a fundamental need to belong and be 
accepted. Loneliness and isolation deeply affect many people at 
some stage in their lives. It was not all that long ago that 
segregation of diverse learners was evident in schools. For 
example, for many years special education services were provided 
to identified students in a ‘special education unit’, often an isolated 
place with minimal social and academic interaction with other 
students in the school. Although no malice was intended, students 
with disabilities were often systematically excluded from many 
educational settings and from many interactions that their peers 
would have typically experienced (Sands et al., 2000). 
 
Every student in every classroom wants to belong and be accepted 
by others. Relationships matter in the classroom, between students 
and between students and their teachers. Learners very quickly 
pick up whether their teacher cares about them as an individual. 
Glasser (1998) talks about the need to put emotional deposits into 
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Figure 3.10: Photograph by University 
of Southern Queensland 
the relationship bank so that these can be drawn upon when 
needed. If a learner has gained respect and built a relationship with 
their teacher they are much more likely to develop the resilience 
to be able to cope with tough conversations and disciplinary 
measures. 
Alliances and affiliations 
There are many additional relationships within a education 
setting that support diverse learners. There are often well-
established alliances and affiliations; support networks and varied 
collaborations. Classrooms are complex and challenging learning 
environments, and catering for the range of students is a 
challenging. yet rewarding part of teaching. Unfortunately, all too 
often the relationship between an education setting and its 
community can easily become unwelcoming and inaccessible 
(Groundwater-Smith, Ewing & Le Cornu, 2014). 
 
It then becomes important 
that school community 
members form strong alliances 
to support learners. In schools, 
where professionals and 
families work in a strong 
alliance to support a student, 
an increased prevalence of 
inclusive practices is evident. 
For example, consider a year 
five teacher who has 25 
students in the class, seven are 
refugee migrants classified as 
EALD [English as an Additional language or Dialect], and two have 
Down Syndrome. This teacher needs the support and advice of 
EALD specialists in the field and support from external advisory 
staff. Meaningful contributions by the parents/carers [with the 
support of an interpreter where needed], medical professionals, 
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fellow staff and school leaders. A school wide approach is essential 
so that effective support is not only provided in the year 5 teacher’s 
classroom but also in the playground, and as these children move 
in and out of other classroom contexts. 
Mutual emotional and technical support 
Sometimes teachers are their own worst enemies. Too often, 
teachers operate behind closed doors with high levels of stress 
because of an overwhelming sense of inadequacy at the enormity 
of their task. Stress levels in teachers can be traced to professional 
isolation and increasing complex classroom environments 
associated with increased student diversity, expanding levels of 
intensity of students’ needs, and larger class sizes, all of which 
contribute to a progressively more challenging work environment 
(Sands, et al., 2000). 
 
Teachers need to support each other, share their expertise and 
have frequent access to support personnel who have some 
expertise in particular fields. No one teacher can be expected to 
be an expert on the various needs of all the students in their 
classroom. An open sharing culture must be established where 
school basic norms and assumptions (Schein, 1992) include the 
belief that every child is every person’s responsibility and that there 
is no shame or blame attached to admitting difficulties in meeting 
student needs and asking for support and advice (Carter & Abawi, 
2018). 
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Figure 3.11: Photograph of a 
“Classroom” (CC BY-NC-ND 2.0) by 
Ohio University Libraries 
Building professional teams 
is important and can work well 
even across-school contexts. 
Teachers need the support and 
advice from others in the field, 
experts, paraprofessionals, 
parents/carers. In schools 
there are a number of resident 
and visiting specialists 
(guidance officers, speech 
language therapists, 
psychologists, youth workers) 
who can support a classroom 
teacher. Sands et al., (2000) refer to the importance of 
‘transdisciplinary teams’ that made up of a team of individuals who 
work together to support the needs of a student where expertise 
and ideas are shared in order to support a learner ‘s needs and 
build a sense of community, connectedness, belonging, affiliation 
and mutual support. 
 
Characteristics of collaboration 
For transdisciplinary teams to work effectively, there must be a 
spirit of collaboration. Collaborative individualism first 
conceptualised by Limerick and Cunnington (1993), is now 
becoming regular practice in many schools. When working 
collaboratively, members share responsibility, accountability and 
decision making, respect others’ opinions, and build trust and 
mutual support. Productive partnerships in schools enable 
inclusive school practices to thrive, and  can be applied to 
partnerships in transdisciplinary teams and partnerships with 
families. 
 
Characteristics of supportive and effective partnerships 
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• Opportunities are created for authentic dialogue and reflection. 
• Trust of, and respect for each other is established. 
• Each other’s knowledge is valued. 
• Clear structures and focus are identified and used. 
• Roles within the group within the group are identified and 
defined. 
• Roles in observing and teaching are shared   (Saggers,  Macartney 
& Guerin, 2012). 
 
Potential obstacles to effective partnerships 
• Policies promoting partnership are not realized in practice. 
• The school is a hostile environment where the physical and 
emotional environment and school practices become intimidating. 
• Educators assume they alone know what is best for a child. 
• The student is not respected, not included in decisions about 
their program and their input is not valued. 
• Parents are directed as to what to do. 
• Parents are treated as having a disability and seen as part of the 
problem rather than part of the solution(Saggers, Macartney & 
Guerin, 2012). 
CHARACTERISTICS OF INCLUSIVE CLASSROOMS 
Ashman (2015) describes six enabling characteristics essential to 
the creation of inclusive classrooms. 
1.Independent access 
Learners are able to physically access facilities, venues and learning 
activities safely and independently. 
2. Prerequisite skills required for a learning task 
Learners are provided with opportunities to develop and perform 
the prerequisite functions and skills of the learning task. 
3. Adequate social skill levels 
Learners have appropriate social skills that enable them to 
participate effectively in the learning task. 
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4. The presence of social networks 
Learners have the ability to develop personal friendships. 
5. Valued membership 
All learners are valued members of the education setting. 
6. Active involvement 
All learners are actively involved in the design and organisation of 
their own learning. 
But how easy is this to achieve? Where do we start? We can begin 
with a change of mindset which is reflected in the language that is 
used within the classroom and across a school. 
CHARACTERISTICS OF INCLUSIVE LANGUAGE 
What is inclusive language? 
Inclusive language is language that is free from words, phrases or 
tones that reflect prejudiced, stereotyped or discriminatory views 
of particular people or groups. It is also language that doesn’t 
deliberately or inadvertently exclude people from being seen as 
part of a group. Inclusive language is sometimes called non-
discriminatory language. (Department of Education Tasmania, 
2012, p. 2) 
Because language is our main form of communication, using non-
discriminatory language avoids false assumptions, stereotyping 
and exclusion and promotes respectful productive relationships. 
Indeed research has shown that there is a symbiotic relationship 
between language used within a education setting context and the 
characteristics of the education setting culture that exists (Abawi, 
2013), so evidence of an inclusive  education setting culture can be 
heard in classrooms, playgrounds, and staffrooms. 
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Figure 3.12: Person first cartoon, Source: 
https://suburpcomix.files.wordpress.com/2013/09/15-person1st.jpg 
Throughout 2017 and 2018, a number of the authors of this 
textbook have been conducting a research project within 6 schools 
spread across one broad region of Queensland. As data has been 
analysed researchers have discussed the preliminary findings and 
concluded that in three of the six schools involved in the research, 
there is clear evidence that inclusive language and practice is 
embedded within every aspect of school life, whilst in the other 
schools although there is a willingness and a desire to be inclusive 
there is still work to be done. The extract below is taken from a 
transcript of the researchers’ conversation as they unpacked the 
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recorded conversations with a range of school Principals, Deputy 
Principals, teachers, teacher aides, and Heads of Special Education 
Programs. 
 
It’s that feeling of personal connection that comes through – at some 
of the other schools there just does not seem to be a true connection 
to the kids. It was more of an intellectual exercise with strategies rather 
than heart. There needs to be that moral imperative and a passion… 
Rhetoric and process cannot make up for passion to make a difference 
in a child’s/young person’s life… It’s the ‘how’ in the schools where 
inclusion is effective it’s not the fine grained ‘what’ but the how and 
the holistic view… It’s powerful the language that is used – they talk 
strategies broadly but then they talk about how they evidence that 
so that you can actually see that student has improved… Data use 
and the pedagogy of inclusion is differentiated for students and for 
teachers – they clearly acknowledge that. The way they talk about each 
other and the way they talk about staff is always positive – you don’t 
hear negativity… there is a shared language and meaning – so there 
is a repertoire of strategies being used and they know them (Abawi, 
Andersen, Brownlow, Carter, Desmarchelier, Leach, Lawrence & 
Turner [personal communication, 2018]). 
 
FAMILY PARTNERSHIPS IN INCLUSIVE SCHOOLS 
In some schools, family involvement is sometimes limited to 
formalised parent/teacher interviews and attendance at key 
functions. In others, where there is an embedded culture of 
families as equal partners, families are respected as active decision 
makers about their child’s educational and co-curricular programs. 
They are also very involved with the strategic planning and 
direction of the school, actively participating in School Councils 
Boards, committees and taskforces. 
 
The level of family involvement in education settings varies from 
family to family, teacher to parent and education setting to 
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education setting. Yet as Bottrell and Goodwin (2011) noted, 
relationships between education settings, families and 
communities are recognised as important to children and young 
people’s wellbeing and learning, from early childhood through 
primary and secondary education. Although some parents have 
had negative experiences in their own lives of education, and do 
not always have the confidence or are sometimes less likely to 
want to be involved, it is important that educators and education 
settings reach out and try and remove these barriers. Establishing 
productive and positive partnerships with families is critical  in 
creating inclusive classrooms and settings . 
Recognising and respecting diversity in families 
In building productive partnerships with families, it is important 
that teachers consider the following: 
• Accept of the composition of the family. 
• Respect for the ways in which families function and make 
decisions. 
• Shift away from thinking that the educator is the sole 
‘expert’. 
• Be mindful of one’s own beliefs and values that are 
shaped by personal history, life experience and education 
and how these influences the decisions. 
• Be cautious of judgements that can be made about 
students and their families. 
• Have an awareness of the cultural, ethnic and linguistic 
heritage of students. 
• Avoid generalising or stereotyping. 
• Learn about the cultures represented in the education 
setting. 
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• Be aware of the communication styles or level of context 
that families use. (Sands et al., 2000) 
Watch 
Working with parents and the issues facing families (17.00 minutes) 
SUMMARY 
Teachers can make a significant difference to the learning 
outcomes of students by: 
• having high expectations as the norm; 
• using a strength based approach to learning; 
• using a rigorous curriculum that develops higher order 
thinking skills; 
• using  learning and assessment tailored for individual 
need; 
• using sensitive ways to support students to not feel 
excluded (for whatever reason) from school events 
therefore ensure principle led decision-making regarding 
curricular and co-curricular activities; 
• building quality relationships and partnerships with 
students and their families/carers built on trust, 
discretion, non-antagonist approaches to poor behaviour 
and disengagement; 
• avoiding  stereotyping or  judgmental thinking regarding 
students and their families and/or carers; 
• analysing materials for cultural bias; 
• promoting literacy enjoyment and critical literacy skills; 
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and 
• forming broad support teams, interventions and 
programs. 
 
Schools can make a significant difference in the educational 
outcomes of students by creating an inclusive school culture 
through the alignment of inclusive practices. [School culture is 
conceptualised in terms of the seminal work of Schein (1992) 
regarding organisational culture.] In the Openaccess book entitled 
New Pedagogical Challenges in the 21st Century, in Chapter 3 
Inclusive Schoolwide Pedagogical Principles: Cultural Indicators in 
Action, Abawi, Carter, Andrews and Conway (2018) highlight the 
following themes as being key indicators of an inclusive school. 
 
• Organisation and structures that are strongly student 
centred and inclusive. 
• Best fit choices are made for students, teachers, teacher 
aides, resources and environment. 
• Explicit teaching of social skills and the valuing of 
diversity. 
• Clear communication, shared language and shared 
expectations. 
• Positive relationships building between staff, students, 
parents and community. 
• A strong sense of safety, family and wrap around support. 
• Transitions into and out of school are prioritised. 
• Teachers use information and data to plan adjustments 
and engage learners. 
• Differentiation and inclusive pedagogies are articulated 
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negotiated and actioned. 
• Professional learning and sharing occurs between staff 
members. 
• Evidence of strong ethical and moral Principal leadership. 
• Targeted informed leadership evident at all levels of the 
school. 
These various factors are captured in Figure 3.13 below: 
Figure 3.13: A conceptual model of the cultural indicators of an inclusive 
school taken from Abawi, L., Carter, S., Andrews, D. & Conway, J.  (2018). 
Consider your context – how inclusive is it? Is diversity truly 
celebrated and embraced for the richness it brings? If not what 
could you do to start the discussion? 
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CHAPTER  4 
Opening eyes onto inclusion and 
diversity in early childhood 
education 
MICHELLE TURNER AND AMANDA MORGAN 
What can educators do to create inclusive early childhood contexts 
that provide children and families with the opportunity to develop 
understandings of difference and diversity? 
Key Learnings 
• Diversity is a characteristic of early childhood education in contemporary 
Australia. 
• The United Nations Convention on the Rights of the Child sets out the principle 
that all children have the right to feel accepted and respected. 
• It is important that all young children have the opportunity to develop an 
appreciation and respect for the diversity of their local and broader 
communities. 
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• Adopting a holistic approach to diversity is promoted as a strategy for 
educators working in contemporary early childhood settings. 
INTRODUCTION 
In early childhood education, diversity and inclusion go together 
like “roundabouts and swings, a pair of wings, fish and chips, hops 
and skips, socks and shoes, salt and pepper, strawberries and 
cream, pie and sauce, the oo in moo” (McKimmie, 2010, p. 1). 
Effective early childhood educators understand that creating an 
inclusive learning environment that is responsive to a diverse range 
of characteristics and needs, can be a challenging and 
overwhelming endeavour with sometimes limited or 
underwhelming results (Petriwskyj, Thorpe & Tayler, 2014). 
 
Traditionally, inclusive education in the mainstream early years 
classroom focussed on catering for children with special needs, 
such as physical impairment or autism, and for children considered 
‘at risk’ or ‘disadvantaged’ in relation to issues such as socio-
economic circumstances or geographical isolation (Petriwskyj, 
2010). Petriwskyj’s (2010) research extends this notion of inclusive 
education to include many more considerations, such as the social, 
political, cultural, English as a second language, trauma-related and 
economic backgrounds of educational stakeholders. 
 
This chapter is designed to reveal how early childhood educators 
could facilitate effective, inclusive pedagogies and programs in the 
mainstream classroom. Generally, when children have a diagnosed 
disability or a physical disability (such as needing a wheelchair or 
hearing aid), the general classroom teacher has access to support 
in the form of outside agencies or assisted technology (Forlin, 
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Chambers, Loreman, Deppler & Sharma, 2013). However, when a 
teacher may think a child is ‘odd’, their learning progress is slow, 
or their behaviour is difficult to manage, then inclusive practices 
become difficult to seek, plan for and implement (Petriwskyj, 2010). 
The following information, ideas and activities are designed to be 
a general ‘teaching toolkit’ for new teachers to implement in a 
mainstream early childhood classroom to assist them to be more 
responsive and inclusive to its diverse clientele of students and 
families. 
DIVERSITY 
Diversity is a characteristic of early childhood education in 
contemporary Australia. Children engaging with early childhood 
contexts come from a range of social, economic, cultural and ability 
groups, and bring with them a considerable variation in life’s 
experiences. Diversity is defined by the Queensland Government 
Department of Education (2018) as encompassing individual 
differences such as culture, language, location, economics, 
learning, abilities and gender. Broader diversity constructs 
presented in the literature, such as diverse abilities (Ashman & 
Elkins, 2005), diverse learners (Coyne, Kame’enui & Carnine, 2007), 
diverse learning rights (Organisation for Economic Co-operation 
and Development (OECD), 2006) and learners in diverse classrooms 
(Dempsey & Arthur-Kelly, 2007), highlight the complex and multi-
dimensional nature of difference and the associated power 
relations of inequality (Ng, 2003). The representation of these 
constructs in the literature suggests a movement away from 
categorising children through ideas of normativity, to supporting 
learners with varied characteristics through differentiating 
pedagogies (Graham, 2007). 
 
Australian society has become increasingly diverse in terms of 
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the cultural and ethnic backgrounds, composition and size of 
families (Moore, 2008). Children’s developmental pathways are also 
more diverse. Taken for granted approaches about parenting and 
child development and traditional early childhood practices are 
challenged by this changing diversity (Fleer, 2003). 
Bronfenbrenner’s social ecology approach assists in the 
conceptualisation of the developing child in this changing diverse 
landscape because the model enables the recognition of “the broad 
range of contextual factors that can affect human development 
and education” (Odam et al., 2004, p. 18). 
 
In the model, the child is situated at the centre of a number 
of concentric layers. These surrounding layers move out from the 
centre to reflect the varying contexts associated with the child at 
any given time in their life’s journey. Relationships between the 
child and surrounding layers are seen as dynamic. 
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Figure 4.1: Bronfenbrenner’s social ecological model 
 
Characteristics of the child such as age, health and personal 
traits, are embodied with the child in the centre of the model. The 
system closest to the child is called the microsystem and consists of 
the components in the child’s immediate surrounds such as family, 
extended family and early childhood setting. These components 
are seen to influence the child physically, socially, emotionally and 
cognitively. Emotional attachment with other people was viewed 
by Bronfenbrenner as a significant element in this layer 
(Bronfenbrenner, 1979). The next layer of the model is called the 
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mesosystem and refers to the alignment between contexts in the 
microsystem (Grace, Hayes & Wise, 2017). It is desirable for the 
child to experience high levels of alignment between the differing 
contexts experienced within their microsystem. A child who 
encounters a misalignment between the early childhood centre 
they attend and their family life may not be able to experience the 
best opportunities for learning. A strong match, however, between 
the values of the centre and their home life is likely to lead to 
improved learning outcomes. 
 
The next adjacent layer, the exosystem, represents those 
systems or contexts that the child is not directly involved in but 
will still be impacted by. Parental employment, for example, can 
impact the child through such things as lower levels of income, 
higher working hours and increased stress levels. The final layer, 
the macrosystem, refers to the broad cultural and societal attitudes 
and ideologies that may influence components in all of the other 
systems. This layer represents the overall values of the society in 
which the child lives and is impacted by across all aspects life. 
Grace, Hayes and Wise (2017) provide the example of a society 
in which females are treated as being inferior to males by being 
denied equal access to education and employment, which may 
result in the female child possibly having reduced opportunities in 
life. 
 
A final important point the Bronfenbrenner model makes, is that 
the child is not viewed as a static participant. The child is a dynamic 
being and influences the environment in which they engage. For 
example, parents of a child with vision impairment may make 
decisions about support mechanisms that the child has access to 
and bring these with them to the early childhood centre. Children, 
according to Bronfenbrenner’s social ecological model, will be 
influenced by, and will influence, their environment and the people 
in them (Grace, Hayes & Wise, 2017). Considering the child in their 
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social, ecological surrounds can therefore assist educators in 
developing clearer understandings of children and their individual, 
unique diverse contexts. 
INCLUSION 
Ideas around inclusion in the early childhood field have evolved 
steadily over the past few decades, and are continuing to progress. 
This has occurred in a context of ongoing social change, which 
has been accompanied by similar changes across a range of social 
values and ideas. Definitions of inclusion traditionally focussed on 
readiness for assimilation into a general class (mainstreaming) 
(Petriwskyj, 2010) and integration in general classes with English 
language instruction and support for disability (Cook, Klein, & 
Tessier, 2008). These views have shifted to those incorporating 
curricular and pedagogic differentiation to support children’s 
senses of belonging (Gillies & Carrington, 2004). Changing values 
and ideas about diversity and difference, ability and disability, and 
social inclusion and exclusion in early childhood have been 
influential in this shift (Moore, Morcos & Robinson, 2009). 
THINKING ABOUT DIVERSITY AND DIFFERENCE 
Global populations are becoming more mobile, generating multi-
cultural societies and therefore ethnic and cultural diversity in 
many world nations including Australia (Arber, 2005). Emerging 
from this is a growing awareness that everyone has their own 
cultural framework, which shapes perceptions, values and ideas 
(Gonzalez-Mena, 2004). Over (2016) notes that to experience 
personal growth and wellbeing, positive social interactions and 
long lasting relationships are necessary. Current thinking 
acknowledges the importance of incorporating children’s unique 
identities and diversities to enable positive experiences for 
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personal growth and lifelong learning. Developing effective 
contexts for inclusion that support children manage their own 
needs in diverse and different multicultural group settings is 
therefore an important goal in an inclusive approach to diversity in 
early childhood settings. 
THINKING ABOUT ABILITY AND DISABILITY 
Diversity exists in the way children develop. Development in 
children occurs at different rates across a population. However, 
when children fail to comply with the developmental pathways 
typically outlined and expected in the school culture, they are 
sometimes labelled as having a developmental disability. Disability 
is an overall term defined by the International Classification of 
Functioning, Disability and Health (World Health Organisation 
[WHO], 2002) and incorporates three components: 
 
1. Impairment, which refers to body functions (for example, 
sensory or cognitive functions) and body structures (for example, 
organ or limb functions) 
2. Activity limitations, which refers to the challenges of carrying 
out daily activities such as self-care, mobility and learning. 
3. Participation restrictions experienced as the child endeavours 
to participate within the family and community settings. 
 
Reframed notions of the continuum of what is ‘normal’ have 
emerged in thinking around disability in recent years. . The impacts 
of social and environmental factors have come to be seen as 
additional components associated with disability and have led to 
challenging what is interpreted as normal. For example, the 
increased number of sites with wheel chair access has enabled 
wheel chair users to engage with a greater variety of facilities and 
therefore life experiences. Such inclusive actions works towards 
incorporating Article 23 of the UN Convention on the Rights of 
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the Child which specifies that children with disabilities have the 
right to special care with assistance appropriate to their condition 
in order to promote the child’s social integration and individual 
development. 
THINKING ABOUT SOCIAL INCLUSION AND EXCLUSION 
Developed nations have experienced social changes, which have 
not been beneficial for all members of society. Some people have 
failed to benefit from the changed social and economic conditions 
and instead have experienced social exclusion and therefore 
poorer outcomes (Hertzman, 2002). ). A report released by the 
Australian Early Development Census in 2015 revealed that one 
in five children who enter school in Australia are developmentally 
vulnerable in one or more domain, including cognitive skills and 
communication (Shahaeian & Wang, 2018). Social changes have 
resulted in the fragmentation of communities, greater demands on 
parents, and systems that are ill-equipped to cope with the needs 
of children and families (Moore & Fry, 2011). Social exclusion arises 
when children suffer from multiple factors that make it difficult for 
them to participate in society (Hertzman, 2002). These factors may 
include growing up in jobless households, being a member of a 
minority group or living with a sole parent. This may lead to the 
child being at risk of living in poverty and being socially isolated 
(Moore, Morcos & Robinson, 2009). 
 
Whilst social inclusion may appear to be the opposite of social 
exclusion it incorporates much more. Social inclusion infers a 
proactive, mindful approach that requires action to facilitate 
conditions of inclusion (Caruana, & McDonald, 2018). Current 
understandings about child development and learning, as well as 
social justice and social inclusion, indicates that relationships, 
interactions and experiences in children’s early lives have a 
profound influence on early brain development and future life 
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